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ABSTRACT
Urban School Alternatives: A Rationale and
Conceptual Framework for the Development
of Alternatives in Urban High Schools
(February 1978)
Rudolph F. Crew, B.S.B.A., Babson College,
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Professor Byrd L. Jones
The vast numbers of urban dwelling students who
have either dropped out of school or been suspended, or
referred to one of the many forms of institutional correction
point up the fact that the present scheme of education is not
working for them. The compounding issues of unemployment,
functional illiteracy, poverty and a feeling of hopelessness
further link urban learners in a choiceless environment.
This study is an effort to develop a framework for
understanding the concept of choice and a process by which
effective educational options can be implemented within
urban high schools. Examples of specific processes
and
problems from the Pasadena Alternative School and
the Eng-
ligh High School help to promote the idea that
a range of
v
alternative-styled programs existing within urban high
schools is a realistic approach for revitalizing urban
schools and developing the human potential within them.
More specifically, the study reflects the fundamental idea
that choice
,
both for students and teachers, is a necessary
element for decreasing the sense of alienation and racial
isolationism existing in urban high schools across the
country
.
Explicitly, the study points up the notion that
alternative programs are not easily defined in spite of the
many labels that educators have coined to describe indi-
vidual programs. Though programs have been labeled differ-
ently and suggest wide variations in philosophy and struc-
ture, some alternatives are more useful and adaptable to
urban high schools than others. Given the size of the
urban high school, the availability of having political
footing within the context of traditional public schooling,
the school-within-school concept makes the most sense for
urban high schools. Along with the individual adaptations
that must be made to implement options within schools,
planners must recognize that alternatives, however defined,
are not panaceas. The process of learning and teaching is
vi
not likely to be made easier for students or teachers by
the implementation of alternatives. More to the point,
alternative programs are an effective approach for breaking
down the monolithic structure of existing urban high
schools without losing the advantages due to size.
Vll
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INTRODUCTION
The following text is the culmination of experiences,
concepts and hopes which can provide urban high schools with
a range of educational choices. As such, it encompasses the
broad spectrum of student, staff, parent, and administrative
concerns. These alternatives should serve the causes of
»
efficiency, and quality of education and maximize
student and teacher investment in the learning process.
Ideally, the processes of initiating, implementing, and
evaluating urban alternatives will continue as students
change, society develops, and schools become more accustomed
to choices and change. Students, staffs, parents and admini-
strators must become involved in creating and renewing effec-
tive settings for teaching and learning in urban schools.
For many, if not all, educational planners and policy-
makers, the problem of starting and implementing alternatives
within urban high schools begins with an effort to formulate
a rationale for the concept of alternatives. With a rationale,
planning groups may understand and clarify the goals of their
efforts. Their questions establish a pattern for considering
and developing urban school alternatives which point up edu-
cational, economic, and political perspectives. These
questions are key to the development of a range of options
within urban high schools. The degree to which such options
1
2are contemplated and addressed by planners will affect their
potential success or failure as well as set a pattern for
further changes.
Planners of educational options should ask the
following questions:
1) What do students want and need for them to buy
into the learning process?
2) What educational and logistical issues related
to the rationale must teachers and administrators consider
in order to promote a smooth implementation of their alter-
native programs?
3) What are the political considerations that promote
administrative responsibility for the implementation, evalu-
ation, and staff renewal?
4) How can the availability of options help to pre-
pare students for their later choices of life style, career
and social ideals of balance between efficiency and equity?
Educators who try to address these questions must
realize the individual adaptations and improvisations which
help and hinder each change strategy for urban high schools.
The following pages examine the specifics of a rationale and
conceptual framework for the development and implementation
of alternatives in urban schools.
CHAPTER I
WHY DEVELOP ALTERNATIVES?
The Nature of the Problem in
Urban Secondary Schools
Public schools have failed to meet the educational
needs for many parents and students. A 1971 Gallup Poll
indicated that approximately 40 percent of all parents and
students involved with public schools were dissatisfied with
the existing process of education within public schools. 1
The evidence suggests that the educational process has failed
worse in the poorest, predominately minority sections of the
country and generally succeed in the wealthiest, middle
class white areas.
The Coleman Report, investigating the educational
quality for black and white students, showed that blacks
typically lag one year behind whites on national academic
tests in the third grade; the gap widens to almost three
years by the twelfth grade. Mario Fantini recently concluded
that "... our public schools as presently structured cannot
lnAlternat i ves Within Public Schools," Phi Delta
Kappan
,
March 1973, p. 444.
2U.S. Department of Health, Education and Welfare,
Equality of Educational Opportunity (Washington, D.C.,
1966), p. 2.
3
4meet the growing demands that are being thrust upon them
from virtually every sector of our society." 3 The multi-
plicity of attacks as well as the satisfaction registered
by many students suggests that no one answer can bring
about quality schooling to all students. Further, if such
a one best system could be formed, it would have to change
continually to meet an evolving future.
Student dissatisfaction and failure is manifested
in a variety of ways. The most salient data is that of
drop— out and suspension rates as well as reading scores for
urban youth. Such data is testimony to the lack of mean-
ingful diversity within the existing learning process of
urban secondary schools. The drop-out rate among public
high school students who are between the ages of 14 and 19
is inordinately high for blacks as compared to whites.
Table 1 shows that although the rate of drop-out for black
males and females declined during the early seventies, it
remained significantly higher when compared to drop-out rates
for white youths attending big city schools.
Table 2 projects an improvement in the overall rate
of retention of high school youth and estimates that by 1982
approximately 77 percent of students in their late teens
will graduate from high school. Although these figures
seemingly are cause for optimism, the rate of drop-out for
Alternatives Within Public Schools," p. 445.
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6HIGH SCHOOL GRADUATES AS A PERCENTAGE
OF FIFTH GRADE ENROLLMENT, 1962, 1972,
AND PROJECTIONS FOR 1982
Percent
80
60
40
20
0
66%
Gradu-
ated
77%
75% Expected
Gradu- to
ated Gradu-
ate
34%
Failed
to 25%
Gradu- Failed 23%
ate to Expected
Gradu- Not
ate to
Gradu-
ate
CLASS OF 1962 CLASS OF 1972 CLASS OF 1982
SOURCES: U.S. Department of Health, Education and Welfare,
National Center for Education Statistics,
Digest of Educational Statistics: Projections
of Educational Statistics to 1982-83; and
unpublished data
TABLE 2
7blacks and other minorities leaves little doubt but that
these groups will continue to comprise a substantial portion
of future drop-outs.
Termination of formal education for many urban youth
begins with a form of temporary exclusion from school; namely
suspension. In many urban districts the rate of suspension
is inordinately high for minorities as compared to white.
In several cities, Boston, for example, not only is the rate
of suspension higher for high school-aged blacks, but the
duration of suspension is longer when compared to that of
white students found guilty of similar offenses. As Thomas
Cotter has written:
The most shocking statistic on school suspension
is the enormous number of cases. During the 1972-
1973 school year, New York City schools suspended al-
most 20 thousand children; Houston suspended 9 thou-
sand; Cleveland, 11 thousand; the states of New
Jersey and Ohio, more than 36 thousand; and South
Carolina, some 38 thousand. In New York, where
school enrollment is 64 percent minority, 86 percent
of suspensions are minority (children). In Dallas,
where school enrollment represents 50 percent minority,
70 percent of reported suspensions involve minority
youth .
4
On another level, the general failure of many urban
secondary schools is manifested by their inability to achieve
the single most important objective— that all students learn
at a minimum the basic skills of reading, writing, and
arithmetic. In the Boston Public Schools, students at the
^Thomas J. Cottle, "A Case of Suspension,” Educational
Digest
,
January 1976.
8second-grade level were reading at or about the national
average according to the results of standardized reading
tests for 1971. By the sixth grade, however, 50 percent
of the students were a full year behind the national
average. By the ninth grade, Boston student tests revealed
a gap of almost three years in reading ability as compared
to the national average.
On the national scale, the failure to master adequate
competency in basic skill areas is not confined to a parti-
cular economic group or race. However, Table 3 illustrates
a now familiar pattern of progressively lower achievement in
verbal skills for blacks as compared to whites. Again in
terms of basic skills, urban schools have failed to offer a
quality learning experience for many students. In 1954 the
United States Supreme Court recognized the central role of
public school education in modern society:
It is required in the performance of our most basic
public responsibilities, even service in the armed
forces. It is the foundation of good citizenship.
Today it is the principal instrument in awakening
the child to cultural values in preparing him for
later professional training and in helping him to
adjust normally to his environment .
5
If a large percentage of students do not remain in school or
attain sufficient mastery of minimal basic educational skills
then urban schools are not succeeding. Instead of opportunity,
5Gershon M. Ratner, "Remedying Failure to Teach
Basic Skills: Preliminary Thoughts,” Inequality in Educa
-
tion
,
vol. 17, June 1974.
9PATTERNS OF ACHIEVEMENT IN VERBAL SKILLS AT
-
VARIOUS GRADE LEVELS BY RACE AND REOTOM
56
54
52
50
White
Urban Northeast
White
^
Rural South
48
46
44
42
40
38
36
V
34 National Mean Score at
Each Grade = 50
32 Standard Deviation = 10
30
1 3 6 9 12
SOURCE: "Equality of Educational Opportunity," Equal
Educational Opportunity (Harvard: Harvard
University Press, 1969) , p. 22.
TABLE 3
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urban high schools typically limit youth to the traditional
process of schooling where adequate preparation for economic
and social survival are hopeful outcomes.
Although for some students in urban secondary schools
the educational process has been rewarding, the implicit
expectation that this same standard process is equally use-
ful for all students is unrealistic. Existing schools
cannot offer the same educational ends for students who
differ substantially on economic, academic and social
grounds. A monolithic approach has generated a feeling of
dissatisfaction among the mass of students and parents for
whom the process has been in some sense dysfunctional and
empty. Within urban high schools, the lack of substantive
educational choices which reflect students' academic and
career interests, as well as failure to develop needed skills
accounts for a substantial part of dissatisfaction and empti-
ness felt by many students and parents.
Current educational offerings for students attending
urban high schools are limited. College preparatory courses,
and commerce and vocational curricular program complete the
range of choices within these schools. While the spectrum
of courses and curricular activities surrounding these areas
may be enormously useful to many students, it can also be a
source of confusion and conflict for others. The problem
here is that students may not think the choices are really
different; or they may feel too much of a choice by separate
career training and college preparation as though they did
11
not overlap. By contrast, more affluent families are able
to take full advantage of their economic and political power
to secure a meaningful range of educational options for
themselves and their children.
Since urban school officials are tied to different
sets of variables depending upon the district, state and
other factors, some level of generality is appropriate
to discuss meaningful processes for implementation and
evaluation
.
Within the context of urban secondary schools the
demands of quality education come from a dissatisfied faction
of students and parents of all ethnic backgrounds. Their
dissatisfaction is a reflection of an overall sense of power-
lessness and alienation traceable to a class and school
bureaucracy permeated by overt and covert racism. In both
forms racism has been the major obstacle to constructive
change within urban schools and a sense of community on the
part of those who lack real choice in public schooling. There
is a lack of alternative programs for all students regardless
of racial or ethnic or religious differences, which could
encourage responsible student choices for participating in a
learning environment compatible with their skill, learning
style, and civic and occupational aspirations, and decrease
alienation. Lacking an effective model, existing alternative
programs have neither specific processes for involving students,
parents and teachers in program evaluation tasks, nor pro-
cedures aimed at increasing competency levels in academic
12
areas, [as well as developing] interpersonal skills in
preparation for societal roles.
Existing Alternatives for Urban Settings
The spectrum of public alternative programs are
replete with labels which give some hint as to the nature
of the option. Dr. Vernon Smith has noted the various
labels for existing alternatives:
1) Open Schools—with learning activities indi-
vidualized and organized around interest centers within the
classroom or building.
2) Schools Without Walls—with learning activities
throughout the community and with much interaction between
school and community.
3 ) Magnet Schools, Learning Centers, Educational
Parks—with a concentration of learning resources in one
center available to all of the students in the community.
4) Multicultural Schools, Bilingual Schools ,
Ethnic Schools—with emphasis on cultural pluralism and
ethnic and racial awareness.
5) Street Academies, Drop-Out Centers, Pregnancy-
Maternity Centers—with emphasis on learning programs for
students in targeted populations.
6) Schools-Within-a-School—could be any of the
above organized as a unit within a conventional school.
- 13 -
Examples of separate schools include the Parkway
Program in Philadelphia and the National Urban League's
High School in New York City. The Parkway Program in
Philadelphia has no building, no curriculum and few con-
ventional teachers; in New York City, where 2,500 students
attend fourteen semi-autonomous mini-schools in the same
building, each with its own specialty. Other examples
are Berkeley High School in California, where students had
choices ra lging from traditional programs to an off-campus
"Black House" for black students; Dover High School in New
Hampshire, where students have to be in classrooms only
during scheduled class hours; the National Urban League's
high school program for drop-outs in New York City, com-
prising a Street Academy, Academy of Transition and a Prep
School
.
The task of humanizing urban high schools involves
creating enough choices to serve those students with unmet
needs without losing the economic efficiency of size, and
the range of specialized skills and interests offered to
the students of the conventional high school program. In
this context, the conventional program is as much of a
choice for students, parents and teachers as are those
alternatives discussed previously.
What makes sense for urban schools, given these
statements, the publicness of education and the economic
advantage of efficiency through size, is to develop schools
within schools or mini-school concepts. This allows big
- 14 -
schools to offer a group of teachers and students an
opportunity to develop a program that makes educational
sense to them, use their professional and personal strengths
and most importantly center on the needs and styles of urban
youth. The English High School in Boston, Massachusetts,
as well as Berkeley High School in Berkeley, California,
have effectively illustrated this concept within their re-
spective districts.
Many of the programs mentioned previously operate
outside the public school system and, while extremely
important to the students and parents involved, they are
not directly useful in breaking up the ponderous monolithic
and alienating aspects of a modern urban high school. Some,
like La Casa De La Raza, an ethnic alternative school,
although providing an option, reflect an exclusiveness
which is thought by many to be unhealthy for the school as
a whole and is in direct opposition to legal mandates.
Others, such as the school without walls and the street
academies, serve too few students and often require addi-
tional funds for operation.
Although separate schools often start without many
of the political restraints imposed by school district
officials, they are subject to being severely handicapped
by their smallness of size, and inability to gain political
footing within the district in which they operate.
The pattern of using existing physical plants of
urban high schools to accomodate a variety of learning
15
environments or mini-schools has become an increasing favored
alternative as opposed to programs existing beyond the public
school setting. Some major advantages are gained in that the
facilities and location are already established, there are
existing programs on which to build, and a supply of students
available to participate in programs immediately. While
ideally beginning from "scratch" appears desirable, the
financial and logistical problems far outweigh the chance
to design everything the way it "should." Further, the
limitations and constraints of starting fresh are just as
stringent as beginning within an established institution— they
are just less readily perceived. Mario Fantini notes some of
the advantages of the school-within— a-school approach:
Schools-within-schools also have advantages. For
instance, they do not have to look for new space and
they can utilize the established resources, e.g.,
physical education, music, health, etc. Further,
since most school districts have gone to lengths to
have the community pay for new school buildings, it
may make political sense to utilize these modern
facilities for alternatives. Haaron High School in
New York City has fourteen mini-schools with a single
building. Jefferson Elementary School in Berkeley
has three distinct alternatives within its boundaries.
There are many other such schools at various stages
of development .
6
Separate alternative schools have been tried and
tested in the cities and it appears that their advantages
do not sufficiently outweigh their limited ability to respond
to the needs of urban students, the majority of whom are
confined, without choice, to a public institution, an urban
^"Alternatives Within Public Schools," p. 445.
16
school. Thus, the major imperative for urban schools is to
plan alternatives within the system and emphasize cooperation
and co-existence with the existing conventional setting which
we navigate our lives through the maze of modern society.
Many choices are admittedly trivial and inconsequential
choice of a necktie, choice of restaurant, choice of a movie.
Yet the choice to attend one school over another is hardly
inconsequential. These decisions have far-reaching impacts on
the quality of life and call for a concentrated effort to know
and to understand the available alternatives and to choose the
wisest course toward an unknown future. Thus students may be
concerned about the potential for on-going responsiveness to
fresh concerns and capacities. The most functional and effi-
cient path through society's maze is likely to vary sub-
stantially from one person to another. The appropriateness
of one particular strategy over another is based upon a well-
ordered set of alternatives that reflect the values of the
strategist. Thus, alternatives and choices, specifically
those which have far-reaching, personal impact, are two vital
tools for everyday life.
A person selects a doctor, home, church, or a mate
knowing full well that these personal or financial choices
can be reconsidered at nearly anytime if necessary. Yet in
education there often is no choice for parents and students.
Short of attending a private institution, a child and
parent will have no choice, no opportunity to rethink,
17
deliberate and to re-choose. He/She will be assigned to
a public school and to a classroom within it. The range
of student or parent participation in decisions as to what
school he/she will attend, who he/she will have as a
teacher or advisor or what he/she will learn once at school
is extremely small. In short, there is a substantial
demand for programmatic diversity, but it is in short
supply.
Educational planners must consider student interests
and individual differences such as learning rate, learning
style, and motivation and talents for various types of
learning tasks. This means that if planners expect learn-
ing to have a maximum impact on secondary students within
urban schools they must offer options with respect to
pacing, method of instruction and diversity of curricular
content. A wide variety of offerings should have more
appeal than two or even three options within a comprehen-
sive high school. Yet the final test of effectiveness is
not passed on the basis of the quantity of options, but
rather the quality of them and longevity in the school's
marketplace. Unless students are convinced of a program's
merit, even valuable programs will fail.
But students and teachers are involved in a "package
deal" so that test marketing a product is not easy. For
instance, some alternatives will be heavily influenced by
the other students attracted to the program. Others will
- 18 -
be seen as college preparatory depending on the success
or failure of the first graduating group. Some alternatives
survive because they offer greater flexibility of student
time yet could fail if competing against other flexibly
scheduled alternatives.
Thus, within a planned series of alternative programs
the student choices will depend on different crucial issues.
Some students may find a career emphasis crucial; others
the chance to work with a small group, others the charisma
of someone on the teaching staff, others a schedule conflict
with a more favored alternative. Choices involve compro-
mises and varying commitments and institutional staffs must
be aware of this and not subvert a potentially sound program
because of an ego investment or personality conflict. If
the program succeeds or fails, let it be on the basis of
merit (or lack of) rather than the inability of the staff
to resolve conflict or to compromise.
The Size of Urban Schools: Economies
of Scale and a Sense of Community
Understanding the rationale for developing alter-
natives in urban high schools is difficult without con-
ceptualizing the interface of school size, economies of
scale, and the feelings of the community as consumers for
whom the alternatives are intended to serve-. Educational
choices should be based on student needs and should facili-
tate the ability of students, teachers and parents to
19
initiate new options and to choose the most useful setting
in which to be involved. Economists have noted that indust-
ries that produce large amounts of goods often have an
advantage in terms of cost and efficiency over those which
need only produce small amounts of the same items. This
concept of economies of scale can be applied to the situation
of the large urban high school.
The magnitude of big-city school systems is often
perceived by educators as being one of the most limiting
factors of change within public schools; secondary or ele-
mentary. The process and organization of schooling for most
large districts such as New York City, Boston, Dallas or
Los Angeles reflect many of the visible characteristics of
the corporate world. As of 1970, public school districts
account for approximately 87 percent, or 45.9 million, of
the students enrolled in all schools, public and private,
7
elementary and secondary. Typically, urban high schools
share the complexity and enormity of student enrollment
characterizing big-city districts.
Enrollment in urban high schools range between 800
and 6,000 students. There are programs and curricular activi-
ties which range in scope from special education to vocational
and career training. Achievement scores for the students in
urban high schools indicate a range of ability, as well as
aptitude, and further suggest a plethora of career interests.
^Raymond C. Hummel and John M. Nagle, Urban Education
In America (New York: Oxford University Press, 1973), p. 57.
20
A significant number of teachers, aides, clerical workers
and resource personnel are involved in daily interactions
with students, adding another level of immensity and
diversity to the urban high school. Yet, many urban high
schools have failed to capitalize on the positive aspect
of their magnitude.
The richness of the urban school, as reflected by
its size, the cultural and educational diversity of its
students, parents and teachers in a major resource for
establishing alternative educational settings. All too
often administrators of urban secondary schools, particularly
those of considerable size, create and set in motion pro-
cesses for learning which ignore both the need for a variety
of educational choices and human resources available to
develop them.
Instead of urban high schools offering a multitude
of low-cost educational programs, designed to appeal and to
adapt to individual learner needs, principals, department
heads, curriculum specialists, and teachers adhere to a one
best system strategy which minimizes the potential for breaking
down the present monolithic school structure into manageable,
efficient, learning programs that decrease racial isolationism
among students and faculty, create a sense of loyalty to and
ownership of one's future, and reflect the adaptive quality
of the school to meet evolving student, parent, and teacher
needs. What makes more sense, in view of the presence and
longevity of urban high schools, is for school officials to
21
use the factor of size to create a variety of offerings both
for students and parents.
A large urban high school has a number of advantages
due to size. These advantages actually can increase the
efficiency of the educational process, while minimizing
student and faculty isolationism. Size allows for the develop-
ment of specialized programs, courses and activities. Cal-
culus, modern dance, fencing, scuba diving, and anatomy are
part of the curriculum at several large urban high schools.
The existence of these courses and programs is not due simply
to the fact that they are required by state or local boards
of education for high school graduation. Rather, they are a
response to student and parent (taxpayer) requests for the
most interesting, useful, and beneficial curriculum that is
affordable for that community. The Urban Studies Program at
the English High School cannot offer this array of curricular
activities for its sixty students. Small, separate alter-
native programs would similarly be hard-pressed to find enough
students to warrant the curricular diversity afforded larger
schools by virtue of their student population.
Along with curricular specialization due to diverse
student interests, big-city high schools typically have large
staffs reflecting a wide range of professional expertise and
interests. Curricular specialization implies a staffing
pattern that is diversified enough to offer a range of elective
courses for students, such as furniture repair, or advanced
biology, without impinging upon the time or resources needed
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to support the core curriculum. For smaller schools such as
the Pasadena Alternative School the staffing level for the
high school program is generally appropriate to ensure optimal
conditions for teacher and student interaction, but the staff
cannot offer students a wide variety of choice of curricular
and extra-curricular activities
.
8
Most significantly, urban high schools of any size
are part of the system. They have a degree of political
footing within that system. Rarely is that footing enough
to bring about change on a large scale, but it does allow
the school to be viewed by significant others as a political
entity requiring a budget, and a variety of resources to
exist. Thus, at a minimum, urban high schools can legiti-
mately enter the political arena where apportionment, program
expansion plans, curriculum and staffing needs are considered
and acted upon by boards of education. The outcome of these
activities is not guaranteed. However, an important first
step, that is particularly difficult for small alternative
programs to make, is to enter the arena so that the needs of
the school can be reviewed and considered by a board of
education in the context of district funding and other
priorities. A request for the purchase of a facility and
equipment for an advanced biology course may well be denied
by a board, but is at least considered. The ability of a
large school to get the item placed on the board agenda is
8Six of the fifteen staff members at the Pasadena
Alternative School taught at the secondary level.- With such
a small staff the range of curricular choices and co-
curricular activities was quite small.
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what is lacking in the case of many small alternative
programs since typically they are not viewed as part of
the system, and are perceived as having scant educational
legitimacy and little political footing.
A large high school may provide a large range of
choices through a significant number of options, all of
which service a reasonable number of students. By contrast,
a smaller school offering the same number of options might
be unable to fill each alternative with enough students to
make the option economically feasible, or educationally
enriching. For a comprehensive high school of 2,200 pupils
to be able to generate a range of enriching and economically
viable alternatives there should be a range of several pro-
grams from which parents, students and teachers can choose.
The English High School's enrollment nears 2,200 pupils.
Alternative programs from the Urban Studies Center which has
50-60 students, to the Health Careers Program accommodating
9
approximately one hundred students. As additional student
needs arise, other alternatives ought to be established
provided the program can attract student and staff partici-
pation sufficient to justify adjustments in overall school
staffing and necessary additional money, or other sources.
There is no hard and fast rule to determining what
is a useful number of alternatives for a large urban high
school. The key is to recognize that economies of scale
9The numbers here are not exact but represent approxi-
mate enrollment at the time this work was being done.
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within large schools, human diversity, the multitude of
curricular resources, facilities and potential footing
afford planners the optimal setting in which to provide num-
erous educational alternatives in response to teacher and
student needs. These benefits do not ensure success. Other
factors, including fate, play a key role in determining
success or failure. Yet to capitalize on these assets with-
out sacrificing efficiency within urban high schools should
allow planners to develop an approximate range of effective
alternatives which enhance the traditional program.
Economist Milton Friedman, who has outspokenly
advocated placing public school choices in the contest of
consumer choices in the economic marketplace, suggests that
increased choice would result in competition among schools.
This in turn would have educational benefits for many stu-
dents and parents. He writes, "... parents should express
their views about schools directly by withdrawing their
children from one school and send them to another to a much
greater extent than is now possible. What Friedman fails
to say however, is that the choices that are offered must
be substantive and real, rather than cosmetic and illusionary.
Students with language or reading problems must not be placed
^For further elaboration on this point see Milton
Friedman’ s The RoIg of Government in Education (Chicago.
University of Chicago Press, 1966
)~ Friedman "has also
suggested that under certain conditions it might be desir-
able to have a mixed system of both public schools and
private alternatives. Parents who do not wish to use the
public institution would receive a tuition voucher the
maximum sum of which would be equal to the cost of educa-
ting the child in a government school.
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in a position of having to choose between two alternatives,
both of which require high levels of reading proficiency.
The choices must be well defined, real, and scaled to
attract students, rather than leave them with a new set of
alternatives and no real choice.
As one extrapolates from this statement and makes
use of it to better understand the concept, rationale,
and applicability of alternatives for urban high schools,
several po .nts come forth:
1) The demand for alternatives may exceed the
available supply at feasible costs of production. The
large number and diversity of urban high school learners
require a range of quality educational options which are
not now available in most schools.
2) Increasing consumer choices, advertising their
availability to students and parents and allowing the
educational programs to compete for students is a means of
remaining "in business." Efficiency and effectiveness can
thus be established to respond to increasing needs of
students. A system such as this, within urban high schools,
is closely analogous to the competition operating in the
business sector. There is much to be gained by those firms
(or alternatives) which succeed and much to lose for those
that do not.
3) In such a competition system all students would
be able to exercise the power of selection. This means that
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each student has an equal chance to obtain any of the edu-
cational goods and services offered within the school.
This approach coupled with the inherent diversity among
consumers in the marketplace emphasizes the value and the
function of consumption within urban high schools.
Proponents of the marketplace approach maintain
that giving students and their families a choice of schools
and requiring schools to compete for students would increase
educational effectiveness. The underlying assumption to
this proposition is that schools competing for students would
be much more responsive to the particular needs of their
student, teacher, and parent population. Significantly,
teachers would have choices as to which program in the
school best suited their needs, styles and interests and
therefore could adequately and genuinely represent the pro-
gram and its philosophy.
The availability of options for students, parents
and teachers also implies the difficulty of choice. The
uncertainty about the future existence of a particular
option for instance means that a choice to attend on the
part of a student, teacher, or parent must be made with
the hope (guess) that the program will be available when
needed. In Pasadena, California, where the waiting list
for admission was quite long all during the year, the choice
to leave for any parent and student already in the school
meant having first to consider the limited possibilities
of re-entering once gone. The political realities of
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maintaining racial and sexual balance within the school
made the choice even more difficult for white males as
opposed to black or Chicano males
.
11
Other factors that
make choices difficult are the packaging of elements, wherein
the best staff, administrator, school site and resources are
combined to make an effective program available, and the
peculiar embodiedness of human capital.
Existing patterns of teaching and learning have
stressed a "one best system" with limited choices, bureau-
cratic standards, typically union rules and depressingly
little regard for individual learners. The assumption is
that there is one best system for education and that the
system is functional for all learners regardless of their
academic, social or cultural differences. These viewpoints
are widely accepted and clearly reflected in the daily
activities and functions of students and teachers within
urban high schools, yet as discussed earlier there is little
evidence to suggest that the present scheme of education is
working effectively for all students attending the schools
or for the parents supporting them through tax dollars and
parent involvement. David Tyack clearly expresses this
point when he writes:
Effective reform today will require reassessment of
some cherished convictions about the possibility of
finding a one best system, about the value of insu-
lating the school from community influence, about
1:LThe difficulty of choice in the case of white
students attending the Pasadena Alternative School
accounts
for the fact the few white parents withdrew their
children
from the school during the first three years of the
school s
existence
.
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the irrelevance of ethnic differences. To succeed inimproving the schooling of the dispossessed, educatorsare increasingly realizing that they need to sharepower over educational decision-making with representa-tives of urban communities they serve, that they needto find ways to teach that match the learning styles
of the many ethnic groups, that they need to develop
many alternatives within the system and to correct the
many dysfunctions of the vast bureaucracies created by
the administrative progressives . 12
The size and public nature of education in conjunc-
tion with its inefficiency in responding to student needs
forces administrators and teachers to consider implementing
alternatives within existing public schools, particularly
urban high schools. Size need not be a source of inefficiency
and loss of quality. Rather, it can be the very vehicle to
provide and to sustain viable educational alternatives.
Ideally, urban high schools can utilize their size and rich
human resources to develop effective alternatives.
Characteristics of Effective
Educational Alternatives
Alternative programs require certain characteristics
if they are to be truly optional and if they are, even mini-
mally, to succeed within urban high schools. The twelve
following characteristics define and describe, effective
alternatives, existing either as separate or school-within-
u . 13a-school program.
12David B. Tyack, The One Best System (Harvard:
Harvard University Press, 1976), pp . 290-91.
'Managing Controversy About Optional and Alter-
native Programs," Educational Leadership , PP • 14-17.
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The first characteristic of an effective alternative
program is its voluntary nature. An essential element in
any viable alternative program is the opportunity, the option
of choosing to participate. Students and their parents make
this choice, as do teachers. They choose to take part or to
leave on the basis of their own needs and style, as well as
the emphasis of orientation of the program.
The process by which students and teachers choose to
participate in an alternative program is likely to vary from
one school to another. Some programs may find it useful to
have an open enrollment process where students can sign into
or leave the program at any point during the semester. Other
programs may have objectives and planned activities that re-
quire students to commit themselves for a specific period of
14time with no exit point along the way. Individual adapta-
tions that encourage student and teacher volunteerism are
critical if in fact the alternatives are real and choice is
important. Without appropriate opportunities for students
and teachers to choose a desired setting, alternative programs
would bear a striking resemblance to past patterns of high
school tracking.
14The MASH program at the English High School under-
went considerable changes in an effort to get commitment
from students in their enrollment in the program. The
Pasadena Alternative School had an open-enrollment policy
that was developed in keeping with desegregation rulings.
Different processes make more sense in view of district
or legal imperatives.
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Second, an alternative education program must
achieve involvement. Students, parents, faculty, community,
and administration must be involved in the planning, oper-
ating, and evaluation of the program. Without this in-
volvement an alternative's effectiveness and chance of
survival is greatly reduced. Further, those who felt no
sense of community and were alienated from the process must
take part in the evolution of the program. This is often
difficult but its importance cannot be overstated.
Several factors may hinder the efforts of planners
to involve parents and students in urban school alternative
programs. The most obvious limiting factor for parents is
time. Parents work, take care of younger children, and on
and on. Opportunity for "free time" is limited. To achieve
parent involvement, planners must first recognize this fact
and make structural changes in the program to adapt to it.
For example, parent meetings can be held in a parent's
house as opposed to the school. This may save both time and
expense for parents. Newsletters that communicate school-
related news to parents and students may be sent home.
Potluck dinners, open-house and a variety of other activi-
ties can be planned and implemented in an effort to involve
parents and overcome time as a limiting factor for their
participation
.
The other difficulty in involving parents in real
roles for the improvement of the school is their perception
that they are not "qualified" to have a hand in the
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development of the school-that they don't know the mechanics
of the school's operation and therefore lack the ability to
change them even if they are in some sense dysfunctional.
Past patterns of involvement for parents were limited to open-
house and the PTA, both of which did little to decrease the
feelings of alienation and mistrust on the part of poor and
minority parents. What alternative programs must do, is to
provide a framework for involvement that is characterized by
unique and different roles for parents, two-way communication,
opportunities for exitance, and effective embrace of parent
skills, concerns, and interests.
Third, the program must be locally developed. In
this way each program reflects the needs, interests, re-
sources, and facilities in the area or district. Existing
programs from other geographic areas often serve as models
or resources of ideas, but these are adapted and changed to
fit the local situation. Alternative programs also move out
into the community to use its resources actively and
energetically
.
Fourth, administrators and teachers need to accept
a new allocation and rearrangement of resources. An optional
alternative program uses its resources differently from the
regular or conventional program. People, facilities, and
materials are all combined in new and often creative ways.
Most function at or near the same funding level as the regular
program once start-up costs are met.
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In the Pasadena Alternative School, larger classrooms
were equipped with movable partitions and soft furniture so
that they could be rearranged and used to accomodate town
meetings or student plays where the entire student body
attended. The lack of resources and facility may force
administrators and teachers to develop and accept new and
arrangements of plant and equipment use.
Fifth, for any alternative program to survive poli-
tically and succeed educationally it must have well-defined
goals. If optional alternative programs fail to go through
a planning and development process that evokes clearly
stated purposes and objectives it may fail before it begins.
Program objectives are specific to the program and also
consistent with the comprehensive objectives of the local
school district.
Sixth, a voluntary alternative program services a
representative enrollment. An optional program within a
large urban school should not be designed to serve only a
selected or special needs group if the selection is based
on ethnicity, religion or sex. Existing models such as La
Casa De La Raza which is for Chicanos only may indeed fill
a void but such a program sets a dangerous precedent within
existing urban high schools, particularly in places such as
Boston or Los Angeles where desegregation is a political
hotbed.
Seventh, a program needs on-going relationships
within the buildingand the large school system. Consistent
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with the belief that reform of the present monolithic school
system is needed, alternatives benefit from sharing its
resources, exchanging ideas, communicating successes and
failures, and involving faculty, students and parents from
other programs. Optional programs seek to influence but not
replace the existing curriculum since that program, too,
represents an alternative.
• Eighth, an alternative educational package must depart
significantly from traditional forms. As such it often tests
out one or more of the following:
New roles for administrators, teachers and students;
New patterns of governance, management
’ and admini-
strat ion
;
. New student reporting and evaluation methods;
New methods of organization and grouping of pupils
for learning, including individualized instruction
and independent study;
. New and more flexible uses of the school day or year.
Ninth, alternative programs must confront the need
to teach effectively basic skills. Optional learning pro-
grams offer basic subjects, but in personal and responsive
ways. They are not just add-on enrichment or elective
courses. Attention to skills development and subject matter
often occurs within a supportive web of goal setting, build-
ing on successes and strengths, supportive peer groups and
multi-disciplinary approaches.
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Tenth, in addition to basic skills, effective alter-
natives develop talents and interests. Optional programs
help students develop a sense of identity and personal
effectiveness. Teachers, too, are called upon to use their
full range of personal and professional talents as an integral
part of the curriculum.
Eleventh, a departure from traditional programs is
the manner by which students' learning is individualized.
People, their interests, needs, and how they learn, are at
the center of an alternative program, not tests or content;
students are the organizing factor of a successful alternative
educational program.
Lastly, and perhaps most important to survival of both
students and program, is the ability of students to meet stand-
ard requirements and competencies. Since the option is the
student's basic program, it makes arrangements to meet state
and local district requirements for accreditation, attendance,
15
or graduation common in the school district or area.
Conclusion - The Major Task
No one alternative is likely to humanize the school
or reduce community and student dissatisfaction in urban
schools. As educators seek solutions to the present "crisis
in the classroom" within urban high schools, these notions
become increasingly clear:
15
Recent legislation in many states, particularly in
California, has mandated the use of a standardized test for all
high school senior prior to graduation. Those students who fail
the test will not be eligible for graduation. The school is
obligated by law to give remedial assistance to those who iai .
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1) That a variety of settings is necessary to
adequately respond to the growing demand for quality edu-
cation within urban high schools. No one type of program
is apt to be successful. Half-day programs, combined with
off-campus type programs and other designs seem to be most
• The structure of the program must vary, assuming
there is a wide enough range of alternatives within the
school
.
2) That these approaches must be offered within the
school system rather than as separate entities which serve
too few students and lack political footing.
3) That alternatives or optional programs need
certain characteristics if they are to be truly optional and
if they are even minimally to succeed.
Considering existing options assists planners in
refining their thinking and definitions of alternatives to
a range which is consistent with what they know to be true
about their school and their school district. Significantly,
each alternative has been developed in response to an indi-
vidual community’s educational concern rather than as a
response to the mass of public school professionals to
institutional needs.
Alternative public schools provide a strategy for
making schools more responsive to students and families
dissatisfied with traditional schools, without imposing on
the preferences of those who are satisfied with their present
Traditionally monolithic approaches to teachingschool
.
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basic skills combined with lack of the institutional flex-
ibility and responsiveness to the individual needs of
students has inhibited the ability of many urban students
to learn to read, to write or to compute adequately. The
task for teachers and administrators in urban secondary
schools is to sort through the evidence of past alternatives
and to embark upon a well-charted process to provide quality
education both efficiently and equitably. Real choices for
teachers and students can best be attained through mini-
school programs within the school.
Although definitions of innovative programs are
hazardous and often confusing, the schools-within-schools
concept is appealing. It fits within existing school struc-
tures, it is a primary vehicle for ushering changes into
the conventional program, and it is flexible enough to be
adapted to individual learner and teacher styles and
community needs without foregoing imperative educational
objectives. These objectives are, in fact, societal demands
for our urban youth to achieve occupational and personal
adequacy
.
The task of building and restoring a sense of worth
and adequacy to many urban-dwelling youth is difficult.
Decades of poverty and despair have turned many of them
against schools. They have sharp instincts for surviving
the blows of institutional racism which have characterized
many urban schools. Alternatives which fall short of help-
ing urban students to achieve personal and occupational
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adequacy, either because they abdicate the responsibility
to do so or lack the academic resources, are useless, and
merely increase the problem within urban high schools.
However, a competitive system of educational choices within
urban schools, properly developed, managed, can become an
instrument for facilitating a sense of power and self-esteem
among poor and minority youth.
CHAPTER II
EXPANDING THE ALTERNATIVES
Establishing Alternative Programs
Educational planners should conceptualize many
learning environments and understand the characteristics
and processes that make some programs more viable for urban
high schools than others. The tendency to think of the
restrictions and limitations to the development of alter-
natives within urban high schools often induces cynicism
and thwarts the potential energy of planners to think in
xerms of what could be. For this reason planners should
begin their task of establishing alternative programs by
focusing on potential settings that are characterized by
student and teacher enthusiam, parental involvement, admini-
strative support, adequate resources and a sense of purpose.
Although this starting point reflects a panacea, which
admittedly alternatives are not, it is more likely to steer
the planning group into an initial positive direction rather
than induce a review of the reasons why a program cannot
work or will not get started .
16 The major tasks beyond the
16This suggests a vital process role for the group's
leader and the importance of sustaining a sense of
positive-
ness in the initial stages when the limitation
and restric-
tions within the school are apt to be at the forefront
of
the discussion.
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initial step involves identifying both the major goals
and processes to achieve them, as well as examining the
spectrum of time, space, and staff resource options which
can be used in developing new settings.
Expanding the options within urban high schools,
such as English High’s Fenway Studies Center, can occur
when the option(s) serve a useful educative purpose, and
to the extent that the objectives and logistical concerns
are noted and implementable within the traditional school
program.
As Seymour Sarason has noted:
... a proposed new setting always arises in some
relation to existing settings; that there are
characteristics of the new setting (such as superi-
ority of missions) and concerns of the existing
one (such as ideology, concern for resources) which
ensures some conflict and competition; that regard-
less of whether the proposed setting arises from an
existing structure or arises outside of one, it
reflects in its purpose or functions or ideology
some aspect of traditional conceptions; that is its
heritage, some aspect of conflict contains positive
and negative forces; and that confronting its history
is not a matter of esthetics . 17
In creating a new setting, particularly within an
urban high school, the optimal learning option is not likely
to be formulated by a complete departure from the existing
processes and systems. Under the best of conditions,
change is difficult to bring about. Within urban high
schools optimal conditions for change rarely, if ever,
exist. Thus, planners must understand and undertake the
17Seymour Sarason, Creation of Settings and the
Future Societies (San Francisco: Jossey-Bass, 1972).
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permanent time consuming and arduous task of adding new
options, continually modifying existing ones, and sus-
taining the programs- affiliations with the existing struc-
ture of authority. Further, those who wish to create
options within the school setting should utilize the
support services and traditional program resources to the
extent that these functions provide participating students
with a quality educational program. From the development
of viable and effective alternatives may come a unique set
of school values, systems, and roles which may significantly
effect the present low quality of teaching, the existence
of racism in inner-city schools, and may lead to a better
understanding of urban settings and students. New and
different modes of staffing and organizing the learning
process in some options may arise as well. The framework
from which these functions come are the key elements of
this chapter.
Several major issues face initiators of alter-
native programs. Recognizing these logistical concerns
and issues involving the goals, objectives and activities
of the alternative educational process may increase the
chance of success. Developing options involves these three
levels of concern:
Level One — Goals and Philosophy of the Alternative
Program . What do the teachers connected to the program
believe about learning and teaching that will serve as the
foundation for the alternative program?
!
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Level Two - Areas and Levels of Competancv
. What
bodies of knowledge or levels of human understanding should
students be expected to know or to have been exposed to by
participating in this program?
Level Three - New Processes
. What are the workable
processes for the recruitment of staff and students, curri-
culum development, parent involvement, evaluation and
communication?
These concerns point to a need for carefully delin-
eated goals, principles and practices of learning to serve
as stable points for evaluation and predictable controversy.
Initiators of alternatives must provide an opportunity for
student, parent, and teacher concerns, skills and experi-
ences to be brought to the forefront of debate on these
critical questions. Addressing the previous stated concerns
requires that planners understand the process for developing
alternatives and the potential pitfalls which are part of
the process. With all three of the defined levels the hardest
task is not ordering the ideas, but eliciting them from plan-
ners who in most cases have not had to think about the
process of teaching and learning in this way
.
Developing a Philosophy
and Goal Setting
Most alternative programs start with an idea which
later is expanded, discussed and written as a statement of
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philosophy and goals. Such a statement identifies the basic
beliefs of the program's initiators and serves as the first
layer of clarification about objectives. A statement of
goals typically involves a long and often tedious process
of vocalizing and compromising on the program's philosophi-
cal directions. Rarely is the task completed to the satis-
faction of all planners, yet there is generally enough of
a sense of closure to allow planners to become familiar
with the i ".tent of the program and to be comfortably resolved
to that intent. Further, a written goals statement which
speaks broadly to needs, hopes, and beliefs of the planners
may define the rationale for creating a particular learning
option and further establish a foundation for the program's
activities
.
For all practical purposes, urban school alternatives
often build on examples of other programs. Existing models,
such as the Pasadena Alternative School, the Boston English High
Health Career Mini-School, and the English High Urban Studies
Alternative, provide a starting point for those beginning
to plan alternatives and options. Sample goals statements
give such a group of planners a direction for conceptualizing
their goals and a general format for developing a rationale
for existence. Hence, these do not require the lengthy
process of development that some of the earlier alternatives
had to go through.
Planners should develop clear statements of goals
which suggest that urban school minority students are
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learners, doers, and thinkers. At the same time, the state-
ments should also delineate the commitment of and the
potential within the alternative learning community for
diminishing racial and inter-class alienation. A commit-
ment for change in relations between students and teachers
and students and students promotes a shared sense of responsi-
bility for learning and maintaining a place within the
traditional school which neither subverts nor debases the
worth of and commitment to learning.
The process through which alternative program
philosophy is developed begins with the planning group
identifying their convictions concerning teaching and
learning for students in general and urban students in
particular. Initially all participants' statements should
be considered important and listed. After the statements
are listed the task of establishing a consensus or agree-
ment must begin. Gradually those statements which reflect
the feelings of a majority of the planners are stressed
and those statements which repeat previously noted remarks
or which reflect the thinking of only a small number of
planners can be omitted. As the list of statements narrows,
the major shared beliefs of the program participants become
clear. Further attempts to refine and to modify these
statements may achieve positive results in the form of
substantive changes as well as prioritization. The two-
fold net results of the entire process may be summarized:
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1) The planning group formulates a body of
thoughts, sets priorities, and either explicitly or
implicitly agrees that they will serve as the founda-
tions for the alternative program.
2) The participants in the group share in an
activity that requires their mutual cooperation and
attention. For teachers, particularly those who have
not worked together before, the ability to be tolerant
and cooperative are important factors for developing a
sense of identity as a group. Skills in communication
which enable groups to avoid wrangling and instead to
build consensus may develop and be crucial for working
with students and parents in building programmatic ele-
ments in the future.
One of the pitfalls is to confuse educational goals
with organizational logistics. In defining the needs, hopes
and beliefs of the program planners must stress factors that
enhance student learning rather than organizational or school
needs. For instance, the Urban Studies Alternative Program
in Boston's English High School suffered from a growing
emphasis on school needs. The Urban Studies Center began by
encouraging students interested in exploring the city through
the use of the media and other resources. This program re-
sponded to urban student's interests in their community and
the city of Boston in general. Some students however, who
had been habitually absent and disruptive in the existing
program at English High found the Center's flexible schedule,
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small group instruction and student /teacher openness appealing.
Though the Center was established to fill an academic and
social void for some urban students, some teachers saw it as
a "dumping ground" for students who did not fit into the
traditional program at English. The organizational need to
place disruptive students in a program began to supercede the
student needs for a program in which they can learn.
Sometimes planners have read the goals statements of
other alternative programs and lazily adopted those statements
of the philosophy and goals of their own program. Attempts to
circumvent the process of formulating goals and a philosophy
unique to each individual alternative program result in the
lack of understanding of both the rationale and guiding
principles for the options. This situation only stores up
confusion for the future inasmuch as the goals fail to serve
as a ground of consensus and thereby a basis for resolving
disagreement over curriculum later on.
Establishing Areas and
Levels of Competency
Developing areas and levels of competency for an
alternative program is a primary vehicle for addressing a
common question asked both by advocates and critics of
alternatives; what bodies of knowledge and levels of human
understanding do we want students to acquire or master or at
minimum have exposure to through participating in the program?
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These questions force planners to state, at least
at a general level, what they intend the program to do for
the students who go through it
:
1) Who comprises the learning community of our
alternative program? (It may make a big difference in the
structure and intent of the program if planners recognize
that the enrollment is three-fourths Asian-American
,
or
from one major section of the city).
2) What modes of inquiry and interaction do we
(the planners) want students, teachers and parents to
engage in? (Examples may include formal versus informal,
planned versus spontaneous modes, large group or small
group activities).
3) What cultural and individual values do we want
translated to students and parents through the teachers and
how is this to be done?
4) What academic areas do we want to define and
enforce minimal competencies for?
5) What social skills do we want our students to
acquire while participating in the program?
These questions point up the major issues to be
sorted out and addressed by the general objectives state-
ment by defining what students should be able to do after
completing the program.
Defining the specific areas of academic and social
competency for urban school youth is a necessary first step
to establishing objectives of the program. Thinking about
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specific levels of competency and the host of issues re-
flected man objectives statement is more easily accomp-
lished when planners allow ideas to flow freely, leaving
categorization and setting of priorities for a second round.
The following questions may assist initiators of
alternative programs in urban secondary schools in refining
their own objectives statements.
Competency in Academic Areas--What academic skills
do we want to expect our students to have after being in
this program?
1) To be able to read at least one grade level
higher each year the student is in the program?
2) To have a working knowledge of mathematics?
Algebra?
3) To learn how to express ideas effectively both
through writing and speech?
4) To understand how society functions and how to
increase one’s chances of survival within it (i.e., the
operation of the legal system, employment procedures)?
Competency in Social Skill Areas--What inter-
personal skills and modes of inquiry and interaction do
we want and expect our students to have after completing
this program?
1) To interact appropriately with authority figures,
both within and outside of the school as measured by the
student?
48
2) To be able to interact positively with school
peers?
3) To be aware of and have a sense of social
forces such as racism, sexism, etc?
4) To develop a knowledge of career alternatives
and the ability to make intelligent choices within the
context of daily living?
Generating a list of student competencies and general
objectives for an alternative program has potential pit-
falls. Experiences from existing programs can be used to
help avoid repeating errors. Some suggestions culled from
a variety of alternative programs' experience are as follows:
1) Planners of an urban alternative program cannot
avoid certain objectives such as reading proficiency. Do
not try. The areas of academic proficiency, particularly
reading, writing and computation are not only paramount
objectives to the learning community for whom the alter-
native is intended, but also a major imperative for the
entire high school. Omission of these important educational
objectives will bring justified criticisms and add to the prob-
lem of teaching and learning in urban high schools.
2) While struggling to define objectives and skill
levels which address issues relating to student growth and
development, do not forego the need to search equally as
hard for objectives which relate to growth and development
of teachers as well. Learning is a shared responsibility
for student and teacher in this "package deal.
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3) District and legal requirements often establish
objectives which must be adhered to by students and staff
members of the learning community. Students may be required
to attend specific classes; teachers may be required to give
a district or national standardized test. Failure to
recognize and satisfy (in some fashion) these objectives
leaves the program and its teaching staff vulnerable to
criticism
.
4) Objectives which express and delineate concerns
in the area of race relations, awareness of minority culture,
and related issues must also be part of the objectives for
an urban school alternative.
5) Objectives dealing with survival skills must go
beyond the typically limited and biased "vocational" educa-
tion which traditionally serves to limit rather than expand
the options of inner city youth.
How To Develop New Processes
After the program's general objectives have been
defined, the task is to delineate new processes through
which these objectives can be operationalized. This third
level of questions surrounding expansion of the options can
proceed throughout the first year of the program. Seemingly,
these are a multitude of new and different processes con-
nected with alternative programs. The labeling "fever"
among alternative program strategists is in part responsible
for this impression. Yet, since there are new and different
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goals and objectives promoted by alternative programs, these
can only be realized if there is an appropriate set of pro-
cesses through which they can be operationalized.
The following issues and processes to be discussed
are the major items which should be considered by planners.
They will ultimately have to develop and state in specific
terms new processes for staffing, scheduling, admission,
curriculum development and evaluation, governance, parent
and community participation. These processes will be in
keeping with the political, economic, and social realities
of the urban school environment and the social milieu
within which it exists.
1 ) Staffing
Generally, teachers volunteer to participate in an
alternative program. A substantial percentage of respon-
dents in the National Alternative School Program (NASP)
survey reported that alternative school administrators and
professional staff played a large role in the selection
1
8
process for new professional staff. The process by which
new teachers are selected for an alternative program should
involve an interview panel composed of at least one student,
one parent, and one faculty member of the program. This
group should meet prior to actually interviewing prospective
teachers for the program so that they can discuss the
^The NASP survey was conducted in 1974 in an effort
to understand the wide range of similarities and differences
between alternative schools/programs.
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criteria for selection. For example, what is the curri-
cular area to be taught? What personal qualities are
important for the new person to have?^^
Although there is no established rule for the
selection of a quality teaching staff, several key character-
istics of prospective candidates have seemed significant
for good teaching. These basic characteristics should be
combined with other criteria developed by members of the
particular option. Significant characteristics include:
1) Enjoyment of teaching, of students, and of people in
general; 2) skill and expertise in a particular subject
area; 3) ability and genuine interest in working with all
students and other colleagues in a variety of learning
experiences; 4) flexibility and openness to new ideas,
including those ideas which foster student and parent
participation in the learning process; 5) the ability to
be sensitive and responsive to students who represent differ-
ent ethnic backgrounds; 6) ability to understand the teacher's
role in combating racism and sexism within urban schools.
As additional options are developed, they too will
establish specific criteria for staff selection. A common
juncture on this issue for all alternatives, however, is
that the candidates will be viewed critically in terms of
l9These questions were paramount to the staff
selection committee of the Pasadena Alternative School
in each year when a vacancy was to be filled. The members
of the committee changed from year to year but the frame
work of questions and concerns remained constant.
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the overall direction, scope and needs of the program to
which they are applying. To the maximum extent possible,
the racial and sexual composition of the staff should be
balanced without impinging upon the directives or thrusts
of Affirmative Action Programs or other such attempts to
equalize job opportunities for women and other minorities.
2 ) Scheduling
The problems inherent in scheduling courses for
alternative programs located in urban schools demonstrate
the need to develop a master schedule for each alternative
program. Thus, a scheduling process, however flexible,
should: 1) Inform students and others exactly what courses
are available during a given period; where each course will
be offered and when; 2) serve as a reference for parents
and participating students and teachers. This includes
serving to detail for graduates and their prospective
colleges or employers what offerings consisted of in time
and work commitments; 3) ensure students have an identifi-
able and acceptable range of courses which are in keeping
with the alternative school philosophy.
Failure to establish a viable master schedule may
well result in mass confusion on the part of students and
a lack of support of the program from parents and colleagues.
Proper scheduling can make these agendas clear to
the larger educational community. In the case of the Health
Careers Alternative Program at English High, the master
schedule provided for a morning program in which enrolled
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students were involved in academic courses and an afternoon
program in which students participated in field-based ex-
periences in health— career job situations at nearby institu-
tions. As a school-within-a-school
,
options cannot forego
the need to establish an identity through curricular offer-
ings which speak to specific students’ needs and teachers'
abilities
.
3) Student Admissions
Definition dictates that students come to alter-
native programs by choice. Within urban high schools,
structuring a process by which students are made aware of
the options, have equal access to them, and ultimately are
admitted into a particular option once that choice is made,
involves three major issues: 1) Thorough advertisement
of all the options available; 2) equal availability of
each option to all students; 3) establishment of valid
criteria for selecting students who have chosen or elected
to participate in a particular alternative progam.
Formulating a policy and process for the admission
of students into alternative programs is contingent upon
the outcome of debate and consensus on all three issues by
program planners.
4 ) Advertising the Options
Prior to students choosing a particular option
they and their parents should have useful specific
infor-
mation on each of the available alternatives (i.e.,
teachers in the program, site, time-frame, etc.).
Several
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alternative schools in California and Minnesota have
invested a "window shopping" process in which students
have an opportunity to explore new curricular offerings.
Through discussion with teacher participants of various
alternatives students obtain the information and insight
needed to chose among the available options
.
20
Success in the recruitment and admission process
is dependent upon some form of advertisement. Planners
of alternatives inevitably are left with the task of sell-
ing their programs to students, once developed. Failure
to convey accurate messages concerning the program's aims,
policies, goals and objectives may result in students being
misinformed or unable to make appropriate choices because
of insufficient information. The importance of esta-
blishing goals and objectives at the outset of the planning
stage and their role in effective advertising alternative
programs cannot be overlooked or undervalued.
English High School’s Humanities Using Boston (HUB)
Alternative Program is an example of how the lack of adver-
tising can affect enrollment. Soon after the HUB alter-
native program was developed, teacher participants took
the program before a forum of junior and senior students
with the goal of admitting fifty to seventy-five interested
2(
^he Saint Paul Open School in Minnesota first
started the "window shopping" strategy and it was adapted
to meet a similar need for information in the Pasadena
Alternative School.
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students. The teachers conducted the session with a series
of talks and presentations designed to describe the philo-
sophy and process of the program. Few students expressed
an interest in the program. The primary reason for the
lack of student interest is the failure of teachers to "sell"
the program as being exciting, new, and different from what
was currently being done in any other programs at English
High;
\ parallel to the necessity and function of ader-
tising in economic markets can be drawn to the imperatives
for advertising educational alternatives. On the value of
advertising in today's economy, Guilbert C. Hentschke has
written, "Wealth, or high income, is synonomous with having
a wide range of choice; choice involves the necessity of
decision; and decision requires information and advice about
the alternative available, for time is short and the alter-
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natives are many." Recognizing this, planners must
develop appropriate advertising techniques which will gain
student support for their program. The most obvious and
useful technique is word of mouth. Those programs receiving
little attention or participation from educational buyers
should be withdrawn from the range of options as being
unresponsive to students' interests and needs.
^This parallel represents a widely held view
and planners can make significant advances in their develop
ment of alternatives if they understand advertising as an
economic necessity for consumption. Guilbert C. Hentschke,
Management Operations in Education (Berkeley: McCutchan
Publishing Co.
,
1975.
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5) Making All Alternatives Equally Accessible
Admissions policies for an alternative program
are not only tied to an effective advertising process but
also to a process which gives all students an equal chance
to enroll in existing alternatives within the school. The
notion that students will be admitted solely on their
having selected a particular alternative subverts the
ability of the program to exist as a viable option for
those students who need it.
The task for planners in establishing a structure
or policy for admissions is first to ensure that students
who are interested have an equal opportunity to apply.
Thereafter, the task to develop an equitable process in
which those students who chose to apply can be interviewed
and selections made according to need as well as interest.
Particular attention should be paid to admissions processes
which provide for a racially and sexually balanced program
in keeping with the concept of viable alternatives within
urban high schools.
For example, the equal access system developed by
planners of the English High School Alternative Programs
made provisions for any student to select an alternative
program of interest , to apply , and to interview for entry
in the program. The Medical Careers Alternative has a
total capacity of eighty students. The equal access system
made it possible for more than eighty students to have
access to the program since once the slots were
filled in
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accordance with the racial and sexual balance of the school,
the names, racial and sexual identification of the remaining
students were recorded on a waiting list. This process
remained consistent with all alternatives within the school.
6) Criteria for Admitting Interested Students
After assuming that all students have an equal
opportunity to apply for a particular alternative, planners
must give considerable thought to the criteria for admitting
students who have opted for their program. Some form of
performance criteria will enable planners to view each
student against the general and specific objectives of their
program. Grades, degree of need on the part of a student or
parent, teacher or administrative referral are all valid
criteria for admitting or rejecting students who have indi-
cated a willingness to attend the program. Steps should be
taken to establish ranges and priority of criteria. A
grade range for prospective student participants is more
likely to result in a cross-section of the school which in
turn may make it possible for a more diverse program con-
stituency. The critical point for planners to address is
whether choice is enough to warrant participation in a given
alternative program. While there may be an almost natural
reliance upon grades and past history on students for
ascertaining their committment to the program, this is not
encouraged. Teacher assessments made about student potential
for success based upon past grades are not significant
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indicators of what future successes the student may have in
the alternative program.
During the first year of existence for the Medical
Career Alternative Program, many students who were admitted
had no interest in a career related to medicine or health
and disrupted process aimed at addressing those students
mildly interested in the field. Without criteria for ad-
mitting students in the program, the fact that a student
chose or elected to partake in this alternative sufficed
for admission. Thus, the Medical Career Alternative program
found it necessary to define admissions qualifications of
interested students in terms of: 1) General academic pre-
paration in critical curriculum areas related to a potential
career in the field of health or medicine; and, 2) Social
adaptability as demonstrated by a willingness to work with
other students in the program as well as professions in
other institutions.
7 ) Curriculum Development
The uniqueness of alternative programs is trans-
mitted through its informal curriculum. The characteristics
which make an alternative program unique and truly different
from the traditional program are embodied in the curriculum,
particularly the informal interaction between parents,
students, and teachers of the program. This fact is sub-
stantiated by the 1974 survey conducted by NASP, at the Univ-
sity of Massachusetts. In response to the question, "In
what ways do you feel you are most di f ferent from other
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schools in your district?,” 76 percent of the respondents
gave the "interaction of students and teachers" as the
op
most salient reason.
The task of developing a curriculum through which
the goals of the program can be realized, means that
planners (particularly teachers) must assume the major
responsibility for developing new and different approaches
to the organization of the learning process.
Curriculum within the context of the formal and
informal interaction between teachers and students is an
important factor to be reshaped in formulating effective
alternative programs for urban learners. John L. Johnson
of Syracuse University explicitly noted,
There is little doubt that the role and process of
education in the cities must be based upon concep-
tions which are acceptable to Blacks . . . The main
concern of the new education must be in the form of
Haworth’s (1963) The Good City .; it must include power,
freedom and community, with community being the main
force for creating independence and associations. Its
goals for Blacks at all levels must include more than
the learning of basic subjects and the development of
social and vocational skills. Education must em-
phasize the development of knowledge, cooperative
attitudes, positive Black identity and an ideology
of Black self-determination.
Planners of alternative programs must develop appropriate
curricular offerings which reflect this knowledge.
Unpublished survey conducted by the NASP , Uni
versity of Massachusetts, 1974.
23
"Special Education and the Inner City: A Challenge
for the Future or Another Means of Cooling
the Mark Ou ,
Journal of Special Education, edited by John L. Johnson,
Vol . 3, No. 3, Fall 1969.
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The formal curriculum of alternative programs need
not reflect the operating principals which apply to the
traditional program. For example, the time frame in which
a mathematics or Spanish course is taught may be governed
more by factors such as the size of the class, the level of
proficiency of the learners, or whether or not there are
parents, aides, or other resource personnel to assist the
teacher, than to the need to teach the class in the pre-
scribed pe 'iod of time operating for the school as a whole.
The primary consideration for scheduling courses at a
particular time, for a particular period of time (which
may or may not be consistent with the traditional program)
and even in a specific room, is what time and space arrange-
ments are appropriate given the subject area and the stu-
dents in the course.
In the Pasadena Alternative School a writing class
containing seventeen students was scheduled as a morning
class under an assumption that the students were generally
more receptive and attentive to such subjects during the
morning class blocks than the afternoon class time. A
class project was assigned which required a field trip to
the courthouse twice a week. Parents of class members drove
students to the courthouse on the days designated. Sched
uling this class meant tailoring its time block not only
to the need of the prospective students, but also to factors
of transportation and availability of the outside resource
utilized in instruction.
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Formal curriculum in alternative programs can also
be reshaped by planners who consider different roles and
options available to them to bolster classroom instruction
through simulations, field trips, and community resource
use. For planners, the key to developing a formal curri-
culum is twofold: 1) Develop curricular additives which
can be combined with standard classroom instruction by
teachers involving community resources, parents, and school-
wide scheduling, and 2) Advertise curricular offerings in
ways which capitalize on student interest and needs.
These factors interface with the imperative need for the
curriculum of urban school alternatives to represent and
support ethnic and cultural identity. Together they pro-
vide a different vantage point to view curriculum as serving
both basic skill improvement and academic enrichment.
The informal interaction between students and
teachers comprises another critical aspect of the alter-
native program curriculum. Jonathan Kozol expressed a
clear sentiment for understanding the "hidden curriculum"
:
. . .
what the teacher teaches is by no means alone
or even primarily in what he says. It is at least
in part in what he is, in what he does, in what he
seems to wish to be ... In certain respects, the
things a teacher does not wish to say may well pro-
vide a deeper and more powerful and more abiding
lesson than the content of the textbooks or the
conscious message of the poster on the wall. The
secret curriculum is the teacher's own lived values
and convictions in the lineaments of his expression
and in the biography of passion or self-exile that
is written in his eyes. 24
24Jonathan Kozol, Free Schools (Bantam Books,
1972), p. 69.
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Developing a sense of community through the daily informal
interaction of students and teachers in alternative programs
requires planning efforts to develop appropriate settings
and activities which foster student and teacher investment
in the learning process.
There are specific program activities common to
many alternative programs which maximize communication and
student and teacher investment in the program. Both the
Pasadena Alternative School and the English High School
developed settings to provide students and teachers with
an opportunity to understand their commitment to themselves,
each other, and to the program. One such structure is the
town meeting. The purpose of town meetings is to bring
important issues such as governance, curriculum needs, and
discipline policies to a forum in which students and
teachers can debate the merits and shortcomings of policies
and practices occurring within the program. The meeting
provides an opportunity for students and teachers to inter-
act over issues of importance. Clarification of the pro-
gram's goals and objectives is often the outcome of such
meetings both for students and teachers. More specifically,
town meetings provide an opportunity for students to see
their teachers outside the context of a classroom instructor,
and for teachers to appreciate the talents, skills and
abilities which may be less visible in the classroom of
students
.
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Another useful vehicle for fomenting positive
interaction between students and teachers is the
advisor group. The primary function of this group both
in English High School and the Pasadena Alternative School
is to disseminate information to students in the programs
on a daily basis as well as to provide an opportunity for
teachers to counsel students within their respective
groups. Advisory groups at English High School are ana-
logous to homerooms within the traditional program. As
in Pasadena, English High students chose a teacher in the
program to be their advisor. Each teacher serves as an
advisor to several students in the program. He/She is
responsibile for academic counseling, contacting parents
for conferences regarding the students' level of partici-
pation and growth and coordinating school and community
resources as needed by particular students.
Advisory groups and town meetings are starting
points for planners to develop informal settings that
maximize student and teacher involvement in the learning
community. Other group activities such as field trips and
pot-luck suppers are critical to establishing a sense of
community and a depth of understanding among parents,
teachers and students in alternative programs.
Conclusion
The processes and issues discussed here offer
useful frameworks for developing options which improve
the
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quality of teaching and learning in urban high schools
without simultaneously building in failure by exaggerated
claims of superiority and usefulness. Alternative programs
within urban schools are not panaceas. They do not need
to be better than the existing traditional program. Rather,
they need only to facilitate a richer source of learning
within the school for some significant number of students.
For developers of alternative programs, expanding
the options requires taking a different perspective on
educational goals, roles of teachers, the functions of parents,
and other resource personnel who can be key factors to the
program as a whole and the potential uses of time, space,
and facilities involved in reshaping the learning process
to maximize student and teacher investment in it.
Forming educational goals requires planners to
state their expectations of the program, the students
within it, and themselves. They must, through delineating
the goals and philosophy of the program, determine the
bodies of knowledge and the human experiences which students
in the program will know, tell, or have been a part of after
completing the program.
After establishing goals and expectations for
students and teachers, planners must define the general
objectives of their option and of equal importance, define
the specific objectives in terms of the processes, activi-
ties and structures through which the objectives will be
conveyed to parents, students, and teachers of the program.
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How the objectives are transformed into meaningful activi-
ties is the critical issue to be decided by planners.
Perspectives which decentralize the learning process and
invite student, parent, and teacher ingenuity are essential
to the process of expanding the processes and functions
affecting student and teacher interaction.
These perspectives may lead to change in roles,
behaviors, and expectations of teachers and students which
are useful in developing new curriculum patterns for alter-
native programs in urban schools. Thoughts of how to use
and to restructure these factors requires both an insight
into the existing use of time, space, and staff in the
school and resourcefulness in establishing new, effective
uses of these elements to achieve defined goals of the
program
.
CHAPTER III
IMPLEMENTING THE ALTERNATIVES
Define Each Process
Alternative programs generally aim to encourage
student and teacher investment in learning through an
appropriate educational form. Such programs are primarily
for those students whose needs are not met by the standard
or traditional process of education. Successful imple-
mentation is easier when planners have worked their way
through the major logistical and survival issues of the
alternative program and anticipated the concerns of admini-
strators, teachers, parents, and students who will partici-
pate or be associated with the program.
For many alternative programs, including the Pasadena
Alternative High School and Boston English High School, the
process of developing a range of options exacted long hours
of round-table discussions and debates. The three levels of
debate—Philosophy and Goals, Areas and Levels of Competency,
and New Processes—established both priorities and logical
sequences for planners when they considered major issues for
creating and expanding educational options in urban schools.
As planners face the complex tasks of developing alternative
programs they need to consider some practical issues regarding
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resources and management. The following set of questions
provide such a focus.
1) What time, space, and resource needs are vital
to the effective implementation of the process? For
instance, student admission process, which involves an
orientation program, may well involve the use of a school
auditorium for one week to present and discuss packets of
information for students and parents.
2) Who is responsible for seeing that a process,
such as student admissions recruitment, is started and
successfully completed within the prescribed time-frame?
Issues of time, space, and resource use are critical
to the process of implementing educational options. An
example of the importance of thinking through these issues
was the Fenway Studies Program at English High School.
This recent addition to the range of options at English was
aimed at providing the school’s juniors and seniors with a
balance of academic substance and field-based experiences
in the careers related to architecture. Other goals focused
upon the creation of positive attitudes towards one's self,
one's peers, and one's authorities. A vehicle through which
participating teachers operationalized this goal was the
"town meeting." In that setting students were asked to
bring their concerns and group needs to the community for
discussion
.
As a newly developed option at English High, initi-
ators of the Fenway Studies Center faced the
following
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logistical questions:
• What grade or skill levels is it aimed at and
significantly, what resource materials are needed
to teach the students of this grade or skill level?
How many students will be enrolled?
Where can the program be located so as to maximize
the use of such vehicles as "town meetings," and
yet noT infringe upon the learning of other on-going
classes or meetings?
How must the program arrange its time blocks in
order to enable the students in it to meet state or
district course requirements, such as physical edu-
cation, United States history, or a lab science?
. How can the program effectively utilize the services
of the quidance departments, school counselors or
the scheduling and attendance offices?
The person responsible for implementing a particular
process may not necessarily have to perform all of the
associated tasks. Since alternative education involves
shared responsibility for learning and doing, each teacher
may have a primary responsibility in starting, managing, and
evaluating a particular process while at the same time have
a shared responsibility of implementing another process.
For example, taking the primary responsibility in curriculum
development means that the teacher assumes the leadership
of this activity and thus calls staff meetings
on this
timetable for starting and completingissue, establishes a
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the process, and has the primary responsibility for direct-
ing the other teachers as the process unfolds. Sharing
responsibility for curriculum development, on the other
hand, means that the teacher attends curriculum meetings,
gives input for solving critical issues, complies with the
agreed upon timetable, and most importantly, facilitates
the successful completion of the process by performing use-
ful and necessary tasks associated with the implementation
of the curriculum.
The distinction between primary responsibility for
the process and shared responsibility for tasks associated
with that process is often confusing since it interfaces
with role definition of the teachers in the program. For
example, a host of processes were developed by planners of
the Medical Careers Alternative Program at English High
School. Among them, curriculum development was one process
which demanded particular attention since it involved a
morning and afternoon commitment. Assembling a meaningful
curriculum meant taking into account the factors of student
and parent input and impinging elements of resource and
other needs. This necessitated a system of choice in which
each teacher chose the process for which he or she wished
to take the leadership role. In the case of curriculum
development, the major tasks of placing students in off-
campus learning experiences, writing and advertising the
roster of courses for students, and coordinating
courses
with teachers' rooms was assumed by three of the
four
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teachers while the fourth teacher had primary responsibility
for beginning the process, planning the curriculum meetings,
raising the critical issues, and directing the efforts of
his colleagues who shared the responsibility for making the
process work.
The addition of new roles let teachers apply differ-
ent skills and develop new ones. Also, shared decision-
making for teachers was appropriate both for developing an
option as well as for role-model teaching in settings such
as town meetings, or counseling group sessions.
Concerns of Teachers, Administrators
,
Parents and Students
Hindsight is sometimes a useful teacher. Lessons
which have been taught by past experiences of frustration,
failure and disaster and learned by astute alternative
program developers are always worth examining in an effort
to avoid the pitfalls and problems surrounding the develop-
ment and implementation of alternative programs.
In implementing options within urban high schools,
there are vital concerns which must be addressed by the
school administration as well as teachers, students, and
parent planners. These concerns differ for each planner
within or connected to the planning group; however, the
explicit failure of many urban schools makes these concerns
a positive thrust for constructive change. Since
change
appears in a different context depending on one's
role,
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developers of alternatives must examine the process from
varied viewpoints.
From student perspective, the critical concern may
be how the alternative program will provide for early
graduation or specific course needs for graduation. A
parent planner may have real concern for the process of
grading, particularly as it relates to non— formal and formal
learning activities. Thinking through the entire range of
concerns as anticipated from parents, teachers, admini-
strators and students connected with the alternative pro-
gram(s) is a direct route to implementing educational options
within urban schools. The primary issues which must be
addressed by parents, teachers, students and administrators
implementing these options are as follows:
I . Administrative Concerns in Implementing Options
A. Need for Autonomous Space
A primary route to establishing a sense of autonomy
for alternatives with an urban school is to define a section
or sections of the building which will accommodate the
program. This will include space for large and small group
gatherings. Separate equipment for program is also neces-
sary, otherwise the alternative program may be undermined
by the traditional program through the latter's conscious or
unconscious monopoly of materials. For example, an alter-
native program with a stated objective of "increasing
students' awareness and understanding of the techniques
applicable to quantity cooking," should be located in a
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section of the building where students and teachers of
this program have unhampered access to the school's
facilities and equipment of the home economics department.
Administration of schools in which options are being
developed, expanded or implemented have the task of
locating and earmarking classrooms or sections of the
school in which a particular alternative has a reasonable
closeness to the facilities and equipment needed to bol-
ster and to support its academic and other objectives.
The need for confluent space and room arrangement
was demonstrated by the situation at the English High
School in the Medical Careers Alternative Program. None
of the rooms used by the program were in the same general
area; rather classes met on different floors at different
times throughout the day. Students and teachers met as a
group in the afternoon in one large room. The inherent
weakness of this arrangement was that teachers and students
could only identify themselves as the Medical Careers
Alternative Program when they met as a large group. At
other times they were associates of the program in name
only. This situation made it very difficult to monitor
student progress , to engender a sense of loyalty to the
program, and to facilitate student and teacher interaction
in addressing common issues and goals of the program. With-
out a continuous forum in which to observe student behavior,
teachers lacked data to assess a particular student's social
growth.
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Establishing the administrative understanding that
existing alternative programs or those to be developed will
be assigned a feasible space within the school is key to
implementing options within a school. Administrators of
schools in which options exist or are being expanded first
must be cognizant of space needs as dictated by number and
an academic nature of the alternatives in the school. Since
the structure and space in which alternatives are located
express the curriculum, administrators must be particularly
mindful of the idea that what is needed in order to imple-
ment the concept of informal learning on the secondary level
is to conceptualize not only learning but also space use
in new and different ways.
B. Teacher and Student Scheduling
In large urban high schools, administrators are
responsible for scheduling thousands of students into courses
and activities which are the academic substance of the learn-
ing process. As alternatives within the school are imple-
mented to comprise a faction of the learning process, the
scheduling of students into these options involves admini-
strative direction and approval.
The critical administrative concern in implementing
options is whether or not student and teacher enrollment,
as well as the specific objectives of the program, can be
facilitated through the schools established scheduling
process
.
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Student enrollment, in order to justify autonomy
for an alternative program, should be a function of teacher
availability. Programs in which there are large numbers
of students desiring entry have every reason to request
the number of staff members necessary to run the program
effectively in keeping with the pupil/teacher ratio of the
traditional program. The notion of individualized learning
is only functional to the degree that the teacher/pupil
ratio permits. Once teachers and students have surveyed
the range of options available to them and made their
respective choices, the administrators decide to schedule
them in a quadrant of the school. There are several issues
connected with this administrative concern:
(a) The other programs in the school may not be
able to spare the full-time teaching capacity of several
teachers who have volunteered to teach in a new alternative
program. The development of an alternative could be cur-
tailed because the teacher who volunteered for the program
cannot be spared from the regular program on a full-time
basis. In these cases it is better to compromise the use
of teachers’ time with the need of the regular program than
to disban a potentially useful alternative.
(b) The departments, i.e., English, math, science,
etc., affected by the loss of a particular teacher
forces
the students to schedule needed or requested
courses in the
upcoming semesters.
75
(c) The nlimbers of students wishing to be scheduled
into the options can either support or subvert the compre-
hensive high school program. If large numbers of students
are seeking admission to newly developed alternative pro-
grams the implication is that the comprehensive program is
not serving these students. This may or may not be the case
since a variety factor is considered by students who make
a choice of an alternative over the regular program.
Nevertheless, the implication may cause a rift between
the programs and diminish the opportunities for mutual
cooperation and resource sharing.
The administrative decision to implement educational
options within the school and therefore schedule the neces-
sary students and teachers to make it an effective enter-
prise must be based upon the needs of both alternative and
traditional programs rather than former institutional pat-
terns. The amount of consideration given scheduling will be
directly proportionate to the importance placed upon estab-
lishing alternatives by the administration.
Sometimes the objectives of an alternative program
places unusual demands on scheduling. For example, the
0
English High Medical Careers Alternative program stated a
commitment to provide students and teachers with the choice
to participate in the program and the choice to leave when
and if the program was not functional to them. The option
to leave was the subject of much debate among planners but
once decided posed additional adjustments to be made in the
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school's scheduling process: (1) Students opting out of
the program during the year had to be crowded into other
classes within the traditional program (or other alter-
natives?); (2) Where students were re-scheduled and placed
back into the core program it was difficult for them to
meet all the course requirements which had been missed
while in the alternative program; (3) Many teachers would
not accept another student into their class after a certain
date. Alt rnative program students wanting to leave the
program and re-enter the traditional program could only do
so as a special favor by a particular teacher and the
school's scheduling office.
For administrators, the need to address these
scheduling issues is critical. The administrative commit-
ment to establish options is nullified unless there is
direction from the top, overcoming the practical obstacles.
Scheduling is an inherent regularity of any school due to
the need of all teachers, pupils and administrators to have
a sense of organization. Alternative programs require some
degree of scheduling flexibility. In achieving that flexi-
bility, some organizational procedures change and others
remain. A certain amount of structure is necessary. With-
out it the goals and objectives of all programs would be
subverted by a small number of students or teachers who
pursued change for its own sake.
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C. Planning Time and Technical Assistance
Implementing options within an urban school re-
quires a depth of understanding of the school, the district
and the community
. Often a variety of outside resources
can be brought to bear on educational concerns and increase
the efficiency and quality of planned alternatives. Con-
sultants and researchers from the district office and others
frequently provide a valuable resource. The administrative
task in im )lementing quality options is to identify and to
enlist the technical assistance of those people or agencies
whose experiences can assist planning teachers, students,
and parents. Once this assistance has been procured, the
task is to establish specific periods of time in which
planners can interact with resource personnel in develop-
ing options.
In the case of the English High School Alternative
Program and the Pasadena Alternative School, technical
assistance was rendered by the University of Massachusetts,
School of Education. At English High School faculty members
from the university worked directly with teachers in planning
alternative programs. Other resource personnel included a
consultant, a coordinator, and student teachers. The
Pasadena Alternative School received similar forms of
technical assistance, particularly during the initial years
of implementation.
Administrators should consider outside resources
which can be visited by the planning group as
well as those
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resources which can be brought into the school. Careful
examination of other alternative programs existing within
the district, the city or the state is helpful in con-
ceptualizing alternatives by a planning group.
Many weeks are needed to plan for an alternative
program. In addition to actual planning, teachers and
parents must synchronize their efforts in ways which win
results in an increased communication and sensitivity of
the tribulations of each other's daily routine. The 1974
survey on alternative schools conducted by NASP showed
that an average of twenty-six weeks was spent in the initial
planning phase. Planning time is of great importance in
effecting the program's operation. Thus, administrators
have the task of designating release-time blocks which will
be used by planners to develop, refine and implement these
options.
D. Fiscal Aspects of Implementation
Proponents of alternative education make a strong
point of the fact that options can operate on the same per
pupil expenditures as other schools or similar type programs
in the district. Whether this is true depends on many
factors which administrators must consider. For an urban
school one of the criteria of success is to provide alter-
natives within the allotted budget.
The elements of a school district budget affected
most by the implementation of alternative programs fall
under the categories of staffing, transportation, and
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administration. Costs for curriculum development and
textbooks are very small or non-existent. Within the
context of an existing school alternative programs have a
decided advantage in keeping costs, in terms of staffing,
transportation and administration, at the same level as
costs exacted for students within the traditional program.
Staffing, for example, is more a matter of rescheduling
than allocating funds to hire teachers since there is no
increased enrollment. Presumably, teachers opting into an
alternative program are employed by the district to teach
in the school. By participating in an alternative program
teachers still fulfill their class responsibilities albeit
within a different academic setting. There is no requirement
of additional funds to offset their involvement. A high
degree of parent participation also results in an additional
staff gain. Parents volunteer to serve as aides, clerks,
and even assistant instructors. The English High School
Alternative Program utilized eight teachers for approximately
160 students. The eight teachers were members of the English
High School faculty and paid by the Boston Public School
Department. Their full-time volunteer involvement in the
alternative program did not affect the pupil/ teacher ratio
of the school at large nor did it require additional
funds.
Transportation and administration similarly do not
require the allocation of school district funds.
Courses
which require transportation for field trips or
excursions
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to neighboring communities may have cost less in other
respects such as textbooks, etc. Public transportation
is one route to extending the learning enviroment to
include community resources and institutions. Costs in-
curred by such activities are pupil costs and in most
cases can be raised by class projects. Again, parents
and other volunteers are useful in alleviating the costs
of field trips.
Administrative costs for alternative programs are
unlikely to necessitate additional salary expenses. From
the pool of teachers opting into a particular alternative,
leadership for coordinating the daily activities of the
program can be drawn, either by group interaction, faculty
and administrative consensus or the school's administrator
may officially designate a sub-school administrator for
each optional program. Teachers who are relieved of their
teaching assignments and assume the leadership position of
the alternative program are generally recognized as teachers
by their district. As such, costs for sub-school admini-
strators are actually kept below normal administrative
costs.
Few initiators of alternative have been successful
at escaping long tedious hours of planning, both
at home
and in school. Administrators who are concerned
that teach-
ers are given ample opportunity to work
together as a unit
in developing an alternative must also be
concerned with the
budgetary questions surrounding such devices
as minimum day,
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summer workshops, visitations, planning time for teachers,
parents and students.
E. Materials, Supplies, Equipment
Will the alternative program being developed
require additional supplies, materials or a requisition
for additional equipment? Is there a budget to meet
this need?
Some alternatives will require additional supplies,
materials <~r equipment. Programs aimed at providing
students with opportunities to work with clay, T.V.
cameras, simulation games, darkroom equipment or other
costly items may have a need to buy or rent those items
to operate effectively. Often a school will already own
these materials; however, they are ordered by another
department in the traditional program and used extensively
by students and teachers within that department . Situa-
tions such as these necessitate additional funds either to
replenish supplies or to acquire new supplies and materials.
Administrators need to consider outside resources which
can be utilized to cover or to affect the alternative pro-
gram's instructional costs for materials, supplies and
equipment. The fact is that different programs require
different budgets.
I i . Teacher Concerns in Implementing Options
A. What is an "Alternative" Program and How Do I
Fit In?
Teachers who become involved with an alternative
program in an urban setting bring with them specific
concerns
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These concerns include their personal role in the process
of change: How will they handle the role of advisor?
How will they relate to their former colleagues who are
not involved in the new program? How much personal freedom
do they have to interpret the objectives of the program?
How much political involvement will they or should they
have in the district and the community? How can they plan
adequately within a limited time space? How do they evaluate
their own effectiveness in this new setting?
Within the context of alternative programs, teachers
function with several groups of people; students, parents,
community resource personnel and school administrators.
Their responsibility to students takes the form of counsel-
ing activities, both with the students and their parents,
as well as classroom instruction and facilitating a learning
environment which encourages parent and community involve-
ment. Understanding these functions as they comprise the
role of a teacher in an optional program requires orienting
teacher-planners to the notion of choice and the interface
of new and different roles assumed by teachers in these
programs. The personal need to feel secure in alternative
programs, particularly for teachers with no prior experience
in such enterprises, may be met by in-service staff training
or visitation to other programs where teachers can share
their knowledge and experience with defining teacher
roles.
The collaboration between English High School and
one example of the many resourcelocal universities is
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possibilities available to address the need for in-service
training felt by teachers entering an innovative program.
As teachers begin the process of implementing alternatives,
their initial concern for understanding the concept as well
as their role in these new settings must be addressed.
B. Institutional Support and Approval
A critical issue to be faced by teachers who are
implementing options is obtaining and sustaining the support
and approval of their efforts by the school administration.
Teachers involved in alternative programs have the task of
viewing their goals, objectives and activities from two
perspectives: Is this program beneficial to the students
in it? And, is there any institutional support and approval
for the program as described by its goals, objectives,
and activities?
Concern for the administrative support of alter-
native programs within a school is part of the gerneral
concern for support of quality education. Educational
options, however, are not always thought of as beneficial
and often administrative approval and support is denied.
The task of teacher-planners seeking to implement options
in urban schools is to clarify the support structure within
the school and to align the program with that structure to
the degree that it is feasible to do so.
Alternative programs which exist within the school
with the passive tolerance but not active support of the
school's administration usually face a barrage of
criticism
84
which can, in turn, prevent the program from ever having
a positive image for prospective students and parents.
The pervasiveness of such criticism and the importance
of administrative support was exemplified by the initial
implementation of the Health Career Alternative Program
at English High School.
During the first year of its existence the Health
Careers Alternative Program sought to recruit students who
were interested in exploring a medical career and had the
background to be successful in the program's academic and
social activities. Many teachers in the traditional pro-
gram were averse to the program and criticized it and the
staff before students and other teachers. The attempt
to dissuade students from participating in the program
was overshadowed by the efforts of the headmaster to
provide students with a positive exposure to the program.
A school assembly was initiated, the recruitment period was
extended and teachers were given ample opportunity to plan
their recruitment strategies. The resulting enrollment
of students with both academic and social skills suggests
the importance of administrative support. Effective leader-
ship enables programs to detour faculty criticism and many
other subtle forms of devisiveness that can destroy them.
Efforts to undermine alternative programs not only
occur in relation to student and staff recruitment, but
also through key offices and departments within the schools.
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The scheduling and guidance offices are two areas where the
efforts of teachers in alternative programs can be subverted
unless the program is sanctioned and carefully monitored by
the school's administration.
C. Material, Classroom and Resource Use
Materials, classroom space and resource availability
are a function of the program's curriculum and budget. A
theatre arts alternative program needs a stage and sound
equipment within the building. The Health Careers Alter-
native needs to be located near a laboratory in the school.
The art program at English High School spends a considerable
amount of money on art supplies such as clay, paints, and
brushes. These needs are peculiar to each program. Simi-
larly, teachers who are implementing options within an urban
school may well have material, classroom and resource require-
ments which are dictated by the program's curriculum. Con-
sideration of these special requirements is an important
element in the strategy for implementing alternatives in
schools. Teachers must consider these needs against the
program's or school's budget as well as the other factors
which may impinge upon the utilization of the school's
mater-
ials, space and resources. Usually urban high
schools spend
over $1,000 per student and instructional costs come
to
about $500 per pupil. Thus, if the resources and
positive
environment contribute to effective learning,
one can usually
approximate existing resources by adding a
few more students,
or by maintaining attendance of those
already enrolled.
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D. Recording and Evaluating Informal Learning
Learning within alternative programs must be
evaluated in a way which is useful to parents, prospective
employers and other schools and colleges. As teachers
design their alternative programs to provide a wider range
of learning experiences for students, the process by which
these experiences are evaluated and recorded is a critical
concern. Formal learning conveyed through recognized modes
of instruction are easily recorded and evaluated. A grad-
ing and evaluative process is helpful to parents and others
who express a need for understanding the social and aca-
demic competencies of a particular student. Planners of
alternative programs must consider methods of grading and
recording which reveal both cognitive and affective skills
about students.
The Pasadena Alternative School illustrates the
necessity for teachers in an alternative program to
develop a system of grading and recording which can be
understood by others. The grading process in the Pasadena
Alternative School aimed at quantifying academic competencies
as well as social skills of the students. Traditional grades,
proficiency in math, English, and other academic areas were
tabulated according to points earned by class participation
and completion of assignments. In addition, course titles
did not coincide with existing course titles used by the
district so there was no way to compare preparation in
a
given subject. Social skills and growth of the student were
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also evaluated by teachers several times during each
semester. This process culminated in a written evaluation
which was sent to parents and maintained in the school as
9 Rpart of the student’s file.
Problems developed as graduating students tried
to enter state colleges and universities only to find that
their transcripts were rejected by college officials who
could not assess their learning or competencies as listed
on the trmscript. As a result, teachers were forced to
visit these institutions for the purpose of explaining the
bodies of knowledge and the competencies possessed by a
particular student. Since urban youth who attend alter-
native programs are already perceived as being unsuccessful
or failures in the traditional program, their academic
abilities are frequently suspect by post-secondary insti-
tutions. Planners of the evaluation process for students
in the program must understand this misperception and
validate student learning clearly in whatever format is
used. Even a diploma from an alternative program is likely
to induce doubt on the part of other institutions. Al-
though traditional urban schools have a similar difficulty
in gaining recognition for the diploma as a device for
certifying competence, the fact that it is a traditional
school affords other institutions (colleges, etc.) the
ability to perceive, at least at a minimum level, what
the
^This entire process was later changed to include
a student’s self-evaluation.
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academic program consists of. Alternative programs are
often thought of as being for the students who could not
succeed in a comprehensive high school and therefore the
student's skill level and ability to succeed is auto-
matically an issue, particularly when the student is a
minority. In most instances, visits or conversations with
college officials facilitated admission to college for
alternative school students.
The question of how to record and to evaluate
informal student learning in a way which is useful to
others is one all alternative programs face. Because
alternatives often utilize non-tradit ional courses and
time blocks, the orthodox grading system by quarters does
not seem appropriate. For instance, if a course aimed to
teach writing skills and horseback riding through weekend
trips and follow up journals, neither parents nor college
recruiters can accurately assess an A in "Horses and
Journals." Yet a transformation into four weeks of English
(B+ ) and three weeks of physical education (A) and five
weeks of animal care (A+) may be more helpful in under-
standing what the student did.
Parents are likely to want feedback on how their
child is performing in the alternative program. Since
the decision to be in a particular option suggests
the
parent's and student's preference, they will
probably want
answers to their concerns. Parents tend to
ask a key
question which idealistic planners often
ignore: Is the
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program and the curriculum designed to give the students
the academic skills needed to enter college, the technical
skills to enter a vocational school or a career? This
question raises the issues of purpose, effectiveness and
quality and forces planners to focus upon these issues as
they implement their alternative programs.
Alternative programs that do not foster basic
skill-building or academic enrichment are of little value,
particularly for poor and minority students already facing
difficult odds in employment and college admission. Parents
and other planners who are genuinely concerned about the
prospects of their child entering college or earning a
living directly after completing high school have the task
of continually questioning alternative programs, and playing
a major role in providing teachers and administrators with
data to support or change the program. Many parents of
students whose children are attending an alternative program
will need to be informed of the size and direction of the
alternative program. Other parents will have information
due to their active involvement. The need on the part of
planners to have parental support suggests that communica-
tion between teachers and parents is crucial to implementing
alternatives in urban high schools.
IV # Student Concerns in Implementin g Options
A. Connectedness to Traditional School
From the perspective of students who are potential
enrollees in a particular program, one critical
concern is
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the ability of the alternative program to co-exist with the
traditional school so that students feel and, in fact, are
members of a total community. This concern is particularly
evident in cases where alternative program students have an
interest in participating in school activities, i.e., foot-
ball, basketball, etc., and do not want to be excluded from
these activities by virtue of their involvement in an
alternative program. Those who plan options must develop
and maintain a connection with the core school program such
that alternative program students and teachers are recog-
nized as members of the total school community and have
access to all classes, activities, and services generated
by the traditional school.
B. The Alternative Program Course Requirements
Alternatives within schools cannot avoid the
responsibility of providing students with courses which
are mandated for every student either by the school or
board of education. Students who choose to become involved
in an alternative program must be made aware of their status
relative to the completion of school or district course
requirements for graduation. Planners should seek to
design their program in such a way that it is possible for
each student to take the necessary courses either in the
alternative program or by being scheduled into the traditional
school for a portion of the day. With this point in mind,
one can see how scheduling can be a final stumbling block
to a program’s success. If the schedule does not arrange
91
for the requirements to be available to students in alter-
native programs, the programs are then left exposed to
harsh and deserved criticism.
Conclusion
Implementing educational choices which maximize
teacher, student, and parent investment in the learning
process and respond to the need for equity, efficiency
and quality, requires a conceptual view of the key concerns
and issues affecting the process of implementation. Con-
ceptualizing the major concerns of administrators, teachers,
students, and parents as well as logistical and survival
issues, provides planners with useful context in which to
design an appropriate process of implementing alternatives
within their urban schools.
The concerns and issues delineated in this chapter
do not comprise an exhaust ive list but rather pinpoint the
major issues which planners will inevitably encounter from
parents, students, teachers and administrators. Recognizing
that there are other concerns and issues in addition to
those suggested and discussed in this chapter is an important
factor affecting the strategy for implementing alternatives.
Planners who are seeking to implement educational choices
within urban high schools must consider the range of con-
cerns eminating from the perspective of those directly
and
indirectly affected by the alternative program.
Strategies
for implementation which fail to account for the
personal
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concerns of students and parents
,
professional concerns
of teachers and administrators, as well as the logistical
and political realities affecting the school are unrealistic
and prone to failure.
CHAPTER IV
A FRAMEWORK FOR EVALUATION
Why Evaluate?
There are two reasons why planners must consider
forming a framework for the development of an evaluative
process. Proponents of choices within urban schools are
faced with conflicting demands. The first demand which
stems from the school administration and the public at
large is for accountability. The second demand comes
from the parents, students, and staff and suggests an
exemption from evaluative processes which are not able
to quantify learning and student growth as it occurs with-
in the program. These conflicting points pose a perplex-
ing situation for planners and forces an evaluative process
to emerge from controversy and confusion rather than
from
planning based upon a critical look at existing and poten-
tial problems.
Alternative programs existing within tne high school
are developed to meet a need: They are developed
with
specific objectives designed to enhance student learning
in academic and social areas. Evaluation
provides an indi-
cation of the extent to which those needs
and objectives
are being met. A process for determining
the effectiveness
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or ineffectiveness of objectives is useful as well as
necessary. Evaluation is useful for students to trace
their growth, for parents to understand the nature of the
program, for teachers to make refinements, and for admini-
strators to assess the overall value of the program. It
is necessary for the program's continued financial and
political support by the school administration and district
organization
.
Co icern for how the alternatives can be more effec-
tive in meeting student needs and having a greater educa-
tional impact on the student, parent, and teacher partici-
pants, evokes a critical review of goals, objectives and
activities of the program. This review is the basis for
j>of j.ning and improving the program's capabilities of meeting
stated objectives. Appraising alternative programs means
finding out to what extent the objectives of the program
were met. Since the enterprise itself is aimed at improving
the quality of teaching in urban high schools and maximizing
the student and teacher involvement in the learning process,
certain changes in the behavior of students, teachers, and
parents should be observed for purposes of evaluation.
A conceptual framework for developing an evaluative
process is useful in that it assists planners
in focusing
upon evaluative tools which are useful for
measuring the
student and teacher outputs promoted by
the program. Stand-
ardized tests, for example, are useful in
measuring cognitive
development of students within the program
while at the same
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time these tests do not serve to interpret social growth
and behavior. Formulation of a framework of issues and
concerns allow planners to devise evaluative processes
which address the need for determining the program's account-
ability for cognitive as well as affective student learning.
The aforementioned factors provide a rationale for
conceptualizing the purpose of evaluation and the range of
key issues surrounding alternative program evaluation. Con-
flicting demands and limited evaluative instruments both
have contributed to the current negative aura pervading the
evaluation of alternative programs. For urban high school
alternative programs evaluation must become a reality.
Planners must consider the purpose of evaluation as well as
problems and issues associated with it in order to develop
meaningful strategies for assessing the effectiveness of
alternative programs in urban high schools.
The alternative programs at the English High School
underwent major adaptations and structural changes in pre-
paration for the successive school year. Additional room
needs were identified, new staff and students were recruited
and curriculum changes were made in behalf of improving the
quality of the program. The primary impetus for these
changes was an internal review process fostered by teachers,
aided by technical assistants and aimed at the improvement
of each alternative.
Evaluating alternatives establishes program credi-
bility with a variety of publics. The traditional
program
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within urban high schools has, through the process of
historical endurance, established some sense of utility
and credibility within society. Alternative programs must
also establish their integrity within the schools as a
viable form of teaching and learning. Reticence on the
part of the school faculty to accept the notion or existence
of alternatives within English High School caused major
problems in recruiting staff and students for these pro-
grams. Failure to recognize that alternative programs do
not suggest the abolition of traditional forms of education
and are not promoting academic fraud caused year-long strife
between proponents of alternatives and teachers in the
traditional program at English High School.
Alternative programs must be evaluated continuously
in an effort to substantiate their utility and credibility
within the school. Evaluative comments should be compiled
to defend against assaults on the integrity of the program
because (a) it is a change, (b) it implies some weakness or
lack in the regular program, and (c) it competes for re-
sources and students within the school.
Evaluating urban high school alternatives is
essential because not all educational options will be
effective in the eyes of the students, parents, and
teachers
associated with them. Evaluation provides a base for
identifying alternatives that are effective and
those that
are not. Programs which fail to meet the
defined needs of
the task of making the needed changesstudents have
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that will enhance quality and effectiveness. Programs
which are evaluated and found to be both useful and
necessary for students provide valuable insights into
effective learning processes for future options as well as
for the traditional program.
Lastly, evaluating student progess is difficult
without an adequate understanding of where the program itself
stands. Evaluation of the alternative programs provide use-
ful information for teachers trying to understand and dupli-
cate the educational inputs which are responsible for posi-
tive student growth. For some, students in the Pasadena
Alternative School, previous poor attendance records
and hostility towards schools and teachers were reduced while
attending the school. This caused many teachers to analyze
the possible factors contributing to the positive changes
made by these students. The knowledge that specific courses,
activities and settings were effective in reducing absen-
teeism, tardiness and hostility aided teachers in assessing
student growth.
A primary route to establishing a process for evalu-
ating alternatives is for planners to consider two major
questions: 1) Is there a change in the students'
academic
skills, social interactions and moral attitudes?
If so,
how do we (the planners) determine the change i.e.,
observation, oral report, tests?; and 2) How
can the program
be more effective and of greater value to
the students,
parents and teachers who have chosen to
become part of the
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learning process of the program? These questions provide
planners with the initial conceptual framework on which
the development of an evaluative process is based. The
answers to these questions have widespread interest to
members of the learning community. Students wonder if
they are getting a good education and parents question
whether or not the program has been beneficial for their
children. Taxpayers, the community at large, and univer-
sity admissions directors all ask the necessary questions
to ascertain the quality of learning within the educational
options. The ultimate purpose in evaluating alternatives
within urban schools is to address the question of the
efficacy of the program for students. Thus, understanding
the rationale for evaluating alternatives and then develop-
ing a formal process by which this is accomplished are tasks
that serious planners of alternatives cannot avoid.
Pitfalls for Planners
There are a number of pitfalls that alternative
programs fall into while formulating evaluative performance
criteria. One is to base evaluation on the objectives of
the traditional program. This tendency is increased
as
teachers are called upon to defend the integrity
and educa-
tional value of alternative programs. Teachers
and admini-
strators of alternative programs succumb to
defending
program credibility by comparing methods,
objectives and
outcomes of the traditional school and their
program. This
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is a diversion from evaluating whether the alternative
fulfilled its own objectives for the students whose needs
are not met by the traditional program, one must realize
that the comparison is being made of two very different
populations of students. Thus, urban school alternatives
do not need to claim they replace the traditional program.
To the contrary, these alternatives supplement and support
the core school’s capability to meet a wide range of aca-
demic and other needs. Therefore, alternative programs
must be evaluated on the basis of what they were designed
to do and not on the basis of what the traditional school
is doing.
Another major pitfall or difficulty in evaluating
alternative programs is the lack of evaluators who have
the sensitivities and insights necessary to understand the
concept of alternative education and to measure effectively
its implementation. Many alternative programs which are
initiated with the assistance of outside funding resources
are evaluated by personnel selected by an outside agency.
The critical issue is to identify evaluators who are
sensitive to the aims and needs of alternative programs
and will not to get stuck with funding stipulations that
require meeting objectives that cannot be obtained, or are
not likely to be met because of the focus of the program.
This requires a screening system and evaluation
design inclusive of personnel during initial
negotiations
Where outside evaluators are notwith outside agencies.
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used, teachers, parents, and students are left to their
own devices to evaluate their program. This situation
foments a critical internal review of the program by those
directly involved with the program. Without a catalog of
well-defined, specific objectives and methods for evalu-
ation, however, the inside team can degenerate into a mutual
admiration society or an opportunity for venting pent-up
hostilities. Having a detailed, even overly specific,
evaluation program planned in advance will help circumvent
this difficulty.
In the case of the English High School alternative
programs, evaluation was conducted internally by staff as
well as by outside personnel from the State Department of
Education. Internal review procedures by staff were informal
and aimed primarily at revealing information useful to
parents and teachers in modifying curriculum and other key
aspects of the program. The information resulting from
this process became the basis for the staff to approach the
headmaster with strategies for refining the program.
State officials visited the alternative programs,
spoke with students, teachers, parents and administrators
and primarily focused upon the ways in which state monies
had been used to generate and implement optional programs.
Their general view of alternative programs were supportive
despite their incomplete knowledge of the internal politics
of the school. Positive evaluation of the English High
School's alternative program by State Department
officials
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made it financially possible to develop new programs within
the school.
The use of hard data versus soft data to support of
the program's effectiveness faces most program planners.
Hard data generated by standardized tests, attendance,
drop-out and suspension records, provides useful insights
into critical aspects of the learning process. Standardized
tests have their limitations however
—
particularly in urban
school settings. Teachers as well as students may find
them meaningless after many years of being labeled by them.
Further, they do not measure all aspects of cognitive
growth, only a narrow range of skills. As a result,
standardized tests generate data evaluating only a narrow
portion of a program's effectiveness. Planners should not
therefore equate evaluation with standardized tests. Soft
data produced by indirect measures of evaluation must be
recognized as being as important to an alternative program s
evaluation and subsequent improvement as conventional forms
of measurement. Indirect measures of student and program
development, particularly in urban schools, are an essential
part of the evaluation process.
The dilemma of basing program evaluation on "hard
or "Soft" forms of measurement forced teachers
in the
Pasadena Alternative School to look for forms
which combined
aspects of each cethod. This middle position
on evaluation
mollified the steff opposition of teachers.
Simultaneously,
it enabled the evaluation of effective
growth. Alternative
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programs must recognize there is a range of possibilities
for evaluative objectives, methods and tools. Tools and
methods can be developed to meet specific program objectives
and then combined with district-required methods. A sense
of paranoia and defensiveness frequently develops among
alternative program teachers because the rest of the school
often seems hostile. This, alternative school teachers
select those evaluative criteria which will point up negative
data and seemingly confirm the assertions of critics. This
feeling can be easily avoided once alternative program teachers
recognize that negative evaluation data is significant and
can be productive in terms of the direction for program changes.
Useful evaluations are those which provide concern parties
with information and direction for program improvement.
Planners whose only concern is for positive evaluative
comments deprive the program and themselves of the signifi-
cant data to be used in developing a more effective alter-
native program.
Many evaluation instruments, particularly for
measurement in the affective domain, have not been as
widely accepted as I.Q.s and SATs . This poses a major
concern for planners who indeed are doing something differ-
ent with students but have no accurate and tested method
of assessing the effectiveness of their efforts.
Teachers
have the task of quantifying change in students'
social
adaptability to school or relationship with authority
and this change must be communicated tofigures or peers
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parents in some form. In addition, program factors which
account for positive changes in social skills need to be
identified by teachers, students and administrators. The
task then, given the inadequacy of many evaluation instru-
ments, is to develop evaluative tools which assist teachers,
parents, and administrators in assessing program character-
istics that foment social development of students.
The English High School, for example, developed a
student evaluation form which was distributed to the job
supervisors of the students in the Medical Career Alterna-
tive Program. The form solicited information from profes-
sionals who had regular contact with EHS students and were
able to evaluate the students' sense of job responsibility,
understanding and adherence to regulations, ability to get
along with others and other such skills. Comments regarding
the program’s capacity to promote the social development of
the students were also requested on the evaluation form.
Supervisors were asked to assess the frequency of contact
between alternative program teachers and themselves as a
measure of the program's affective characteristics. The
method used by the teachers in the Medical Careers Alter-
native Program in determining the effectiveness of their
programs illustrates the variety of evaluative tools which
can be used to assist teachers, parents and administrators
in assessing program characteristics that promote
student
growth, particularly in the affective domain.
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Another critical issue to developing an evaluative
process involves decisions as to when the program will be
evaluated. Frequently, the evaluation demands placed on
alternative programs are far more stringent than any within
the traditional school. Thus, teachers may develop systems
and time-frames which do not coincide with the objectives
of their program, but rather reflect the purpose and methods
of evaluation within the traditional school.
The process of evaluation evolves concurrently with
the program's development. Chart A included at the end of
this chapter provides a framework for such a process in
conjunction with other key aspects of the program. Since
alternative programs seek to improve quality through new and
different settings in which academic and social objectives
can be met, there is no reason why they should be reviewed
and refined on a random time-frame. Teachers should estab-
lish a policy regarding temporal parameters for evaluating
their program. These decisions should reflect the intentions
of teachers to review all the processes of the program at
(
times appropriate to the program's development and imple-
mentation. As planners grow more sophisticated in imple-
menting various components of their program, evaluation
designs grow naturally from the program objectives. The
time-frame for assessing the program should correlate with
the need to review and to refine its curriculum and
organi-
zational systems.
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The 3-forement ioned chart
,
which was developed as
a tool to assist English High Alternative Program planners,
provided a model framework for deciding upon a time-frame
in which to evaluate the various processes within alter-
native programs. Further, this model assists planners in
delineating roles and responsibilities in relation to
critical aspects of program development and is useful in
pointing up inconsistencies between philosophy, objectives
and program activities.
Although the process for evaluating the effective-
ness of alternatives generally focuses upon objectives of
the programs, there are other elements that planners should
evaluate. While it has been argued that many of these are
trivial and insignificant indicators of program effective-
ness, each element provides useful information for under-
standing what is or might be happening in the program.
1) Academic Achievement
A critical index of the program's effectiveness is
the academic achievement of the participating students;
such information is useful both as evaluation and diagnosis
of needs. Evaluations of alternative programs should take
into account changes in student achievement which reflect
a change in the skill level and ability which the student
entered the program with. Hence, there is a need for a
preprogrammatic evaluation to provide a baseline for com-
paring later data.
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The English High alternative programs made use of
the academic achievement levels as reflected in grade point
averages, basic skill proficiency including reading level.
Students whose grade point averages, attitude or proficiency
in basic skills area had increased were considered in evalu-
ation sessions held by the administrator of the school.
This was in addition to informal student evaluations con-
ducted by the teachers of the regular and alternative pro-
grams. Tbr key element of discussion focused upon the fact
that a particular student was reading at a higher grade level
than when he/she entered the program or that a student’s
grade point average had increased. In some cases, seniors
in the program who were not expected to graduate did.
Evaluators asked whether their graduation was attributable
to some facet of the alternative program and discovered
through conversation with the students that factors such
as small class size and general teacher attitudes towards
the students were critical to these seniors staying in school
. ^
26
long enough to graduate.
Considering specific academic achievements of students
in the evaluative process is more effective than general
determination of success or failure. To indulge in analysis
that is too general is easy in the short term
but of little
value ultimately to teachers, students or parents.
26These factors have also been noted as
critical
determinents of success by students and teachers
and
parents in other alternative programs.
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2) Participation in Academic Areas
As differentiated from achievement in scholastic
endeavors, data on academic participation provides evalu-
ators with information describing how many students are
utilizing the available resources. Frequently this infor-
mation leads to a clearer understanding of what aspects of
the curriculum are effectively responding to student needs.
Courses and informal settings promoted by the curriculum
are the primary arenas in which student and program evalu-
ation is conducted. Frequency with which students enter
various courses, or select particular activities, are un-
obtrusive measures to determine the program's effectiveness
in meeting students' academic needs. Such measures can be
used to identify whether modifications of curriculum do
address identified needs.
The Medical Careers Alternative Program began with
a heavy curricular focus on mathematics and science. Many
students who chose the program failed to master such a
rigorous curriculum and began leaving these courses and the
program. As teachers regularly assessed the program it was
discovered that fewer and fewer students were attending
these courses. This conclusion forced the staff to
redesign
the curriculum in ways which would make it possible
for
students to take these courses at different
semesters.
Other modifications were also designed and
aimed at support-
ing students in their efforts to complete
successfully
One approach was to use individual
study
various courses
.
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opportunities more widely to assist students in their
academic pursuits. Some teachers modularized the day to
respond to the growing need for field-based experiences in
medical professions. Evaluation is not a single event at
the beginning or end of a program, but an on-going process,
frequently dependent on unobtrusive measures.
3 ) Attendance, Suspension and Discipline
Teachers and students who have little or no invest-
ment in the learning process of the program often display
their disenfranchisement by nonattendance, habitual tardiness
and ultimately by dropping out . As stated earlier in dis-
cussing the rationale for alternatives, the attendance and
drop-out rate was one indicator that ineffective programs
do exist
.
In the Pasadena Alternative School attendance records,
as well as tardiness, were used in assessing the school's
effectiveness. Students whose previous school attendance
record was low but whose recent attendance figures showed
a significant improvement were considered positive reflec-
tions upon the program. The reverse was equally as useful
an indicator of programmatic difficulty. Students
who
had good attendance records in past months or years
but
were beginning to miss school more frequently
were immediately
counseled to determine what needs were not being
satisfac-
torily met. Although attendance data and
other forms of
"soft data" do not provide conclusive
evidence that the
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program is functioning effectively or ineffectively, it
does alert "teachers and parents to potential student or
program problems.
4) Discipline and Suspension Data
Data on discipline and suspension also indicates
the program’s impact on students. These too have a place
in the evaluation process of alternative programs. The rate
at which discipline problems decline or increase provides
teachers a^d parents with insight into social as well as
academic development. This data enables necessary pro-
gram adjustments to be made or suggests that particular
strategies of instruction be continued.
In both the English High alternative programs and
the Pasadena Alternative School, particular attention was
paid to discipline and suspension data as a means of evalu-
ating the respective programs. Students who had been be-
havioral problems in traditional programs but in the alter-
native program had made progress in relating to authority
figures and other classmakes were indicative of the program's
success at changing student commitment to learning. At
English High School programmatic evaluation included the
number of racial incidents which occurred during each semes-
ter and the observance of positive interaction between
students of different ethnic backgrounds.
5 ) Follow-Up Surveys of Program
Graduates
Information on the status of students who have
graduated or left the program is useful to
program
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evaluators. Alternative programs within urban schools seek
to educate students and to facilitate their successful
acquisition of a meaningful and positive place in society.
Without sufficient data substantiating the program’s ability
to achieve this common educational goal, teachers, parents
and other students are left with little tangible evidence
to support the claim that alternatives are viable forms of
educating urban youth.
An evaluation process which includes data on gradu-
ates of the alternative programs is not likely and should
not be used to support claims that alternative programs are
a better form of education than the traditional school.
Such use presupposes the capacity of alternatives to replace
the existing traditional one and only serves to create a
negative political climate. The most effective use of
follow-up surveys on graduates is to gain a better perspec-
tive on what aspects of the program, i.e., curriculum,
decision-making process, field trips, etc., were key to the
status of students who have graduated.
Post programmatic evaluation should also take into
account students who have entered the program and, after
having had an opportunity to be in that particular learning
environment, made a conscious decision to return to the
regular school program. Alternative programs cannot be
expected to meet the needs of all students any more than
the regular school. Thus, the program’s ability
to promote
responsible decision-making includes a student's
decision to
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opt into a preferable learning environment. The fact that
a student re-enters the traditional alternatives is a
credit to the process of establishing choices within urban
schools. Further, such data reminds alternative program
teachers that alternatives are not for every student and
that their task as teachers in the program is to facilitate
a greater opportunity for intelligent and responsible choices
for each student.
6 ) The Institutionalization of the Alternative Program
An evaluation of alternative programs which include
comments on the program's permanence is also useful in deter-
mining whether the notion of choices as exemplified by a
range of options in the school is sustained at the convenience
of the school administrator, or if the idea reflects a realiza-
tion on the part of staff members that educational options
are necessary and functional for some students. If, for
example, alternative programs exist only by Virtue of ad-
ministrative order, the programs have little holding power
since they are tied to the permanence and persuasiveness of
one person— the administrator. When educational options
reflect the intent not only of the administrative head,
but
also of several teachers, to provide urban students
with
new and different ways of learning, then they
will be insti-
tutionalized and maintained by the school at large.
Evalua
tive processes that point up the distinction
between alter-
natives are tolerated and those that are
needed provide
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planners with a more solid base for understanding the
effectiveness or ineffectiveness of the program.
Planners of alternatives within English High School
found a functional use for information regarding alternatives
which were institutionalized by the school. In the case of
the Urban Studies Alternative Program, teachers and admini-
strators of the school were initially quite critical of the
program. As the program generated enthusiasm for learning
among alienated youth in the school, the level of criticism
decreased and the program's usefulness became more widely
recognized in the school. Although the Urban Studies Center
is still confronted with cynical claims of ineffectiveness,
it remains a vital option for English High School students.
7 ) Program Growth in Size and Scope of Offerings
A final evaluative criteria for alternative programs
is the development and growth of the program, both in terms
of the size of the program and the scope of its offerings.
Programs that are effectively meeting student and teacher
needs often grow in population far beyond their limits to
continue operating efficiently. The fact that increased
numbers of students, parents or teachers desire an involve-
ment in the program is an indication that something useful
is happening. However, if not handled properly,
popularity
and success can destroy a valuable option. Alternatives
which began with few course offerings and activities
but had
to increase these offerings because of student
demand, should
consider the following information in the evaluative
process.
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The Pasadena Alternative School began with fifty
students and by its second semester had grown to one
hundred students. In the third year the school enrolled
three hundred students. Although the growth in student
population was mandated by the Board of Education there was
no problem in attracting the necessary numbers of students
to comply with the mandate. Students came to the school
for many reasons but generally they came because they and
their parents were excited about some aspect of the school.
As staff and student enrollment increased, the scope of
the formal and informal curriculum also increased. More
courses were offered and opportunities for students to par-
take in activities outside school expanded. This informa-
tion was particularly useful in evaluating the school’s
effectiveness since it highlighted the very reason for the
school's existence: to respond to the educational needs
of students in the district. The school’s growth in size
and scope of offering confirmed the staff and administrator's
belief that the school was an effective learning environment
for some students in the district.
8 ) Improvement in Community Attitude
Programs which begin with the initial handicap of
community opposition frequently remain handicapped until
some progress can be reported to parents and
others in the
community. If, through school activities, the
attitude ot
the community is more supportive than when
the program began,
planners should acknowledge this shift in the
evaluative process
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9 ) Change in the Attitude of Staff Outside
the Program
At English High School the staff of the traditional
program expressed opposition to the development of alter-
native programs within the school. As the year passed,
several teacher opponents had an opportunity to witness a
marked improvement in the social relations and academic
performance of students who had formerly been behavioral
problems in the regular school. This alleviated the
opposition to alternative programs and, while it did not
stop all criticism of the program, the overall attitudes of
the English High School staff toward alternatives improved
significantly. The shift in faculty attitude is worth
recognizing in an evaluative process. Changes m attitude
on the part of a previously reluctant or suspicious staff
provide a basis for the belief that the program is capable
of responding to human and academic needs including those
of teachers. Positive staff attitude changes often
reflect
positive changes in the program and therefore should be
viewed as vital determinants of the program’s
effectiveness.
Conclusion
For too long educators have tried to
serve the
interests and demands of various educational
audiences with
a single evaluative approach. The
results of such efforts
have shown that no single approach
is effective in measuring
the educational value of school,
or the variety of learning
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environments alternative programs offer. Planners of
alternative programs must then design evaluative processes
which take into account all data sources that hold the
potential for rendering information on which to base
refinements and modifications in programs.
The era of accountability is here and alternative
programs in urban schools will inevitably be called upon
by internal groups or outside agencies to justify their
existence. Evaluation designs which seek to defend the
integrity or to justify the continuation of educational
options must not be built solely upon "hard data,” i.e.,
standardized tests, etc., or solely around "soft data”
as generated by the other evaluative criteria described
in this chapter. Rather, the rationale for modifying the
program and for institutionalizing it within the school
should grow from the data generated by a combination of
evaluative approaches. Planners of educational options
face the choice of developing evaluation designs which will
reflect the program’s effectiveness on their own terms, or
being evaluated on the basis of the terms imposed by an
outside resource.
CHAPTER V
THAT MORE CHANGES MAY COME
All that has been said of the importance of indi-
viduality of character, and diversity in options and
modes of conduct, involves, as of the same unspeak-
able importance, diversity of education. A general
state education is a more contrivance for molding
people to be exactly like one another. And, as the
mold in which it casts them is that which pleases the
predominant power in the government, whether this be
a monarch, a priesthood, an aristocracy, or the
majority of the existing generation in proportion as
it is efficient and successful, it established a
despotism over the body. An education established
and controlled by the state should only exist, if it
exists at all, as one among many competing experiments,
carried on for the purpose of example and stimulus,
to keep the others up to a certain standard of
excellence .22
This quote reflects the philosophical substance and
•ationale for the existence of alternatives within public
schools. Indeed, we are a pluralistic nation with many
lifferent races, cultures, beliefs, and values permeating
>ur population of people. As we are uniquely different in
jur cultural and ethnic reference points, we also differ
Ln the styles and environments in which we learn best. Some
nay learn best by having no structure; others may not
need
teachers; and others may need a quite rigid structure.
The
notion that people learn best in different ways is
not an
assumption, it is a fact which is as clear as the
differences
22Phi Delta Kappan, "Alternatives Within
Public
Schools,” p. 455.
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which divide the people of this country in virtually every
realm of human experience. Given this fact, educators and
communities must work to provide a wide variety of uniquely
different educational options and present them to parents
and students who can choose among them.
A plethora of studies, case histories, editorial
comments, reports, and judicial decisions attests to the
void between public education and student needs. Hard
figures reported by Mario Fantini suggest that while 60
percent of public school students are satisfied with what
they are getting, "a critical mass of dissatisfied customers,
ranging anywhere from 35 percent to 40 percent to even 60
percent in some areas is converging on the schools and
23
saying it is not working for them.”
Given the publicness of education, particularly as
exemplified within urban high schools, change (in the form
of alternative programs and new curriculum offerings) is both
possible and necessary. The richness and resourcefulness
abounding within the parent, student, and teacher groups of
urban high schools is a critical factor for developing and
implementing a range of options. Further, this resource-
fulness and ingenuity, once drawn forth, is well able
to
define the needs and to develop, implement, and to
evaluate
the process for meeting them without diminishing
or in-
fringing upon the existing patterns of teaching and
learning
which are effectively serving the needs of
students and
23Mario Fantini, Public Schools of Choice
(New York:
Simon and Schuster, 1973).
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parents, or losing the educational advantages due to size,
specialized teaching skills, and informal school activities.
Moving the process of education from its traditional
position to one which accepts, encourages, and supports
options is by no means an easy task or one which has ready-
made solutions. There are pitfalls surrounding even the
most successful and well planned programs. Many of them,
as described in the preceding chapters, reflect the impinge-
ment on urban school alternatives by political forces
operating within and outside of the school. The teachers,
students and parents can avoid being squeezed out of exist-
ence to the extent that they recognize and prepare for the
inevitable controversy.
Some hopeful signs that quality, efficient and
equitable options are developing within the schools are
that many urban high schools have been able to move from the
five or six period day to a variable, flexible type of
scheduling. In addition, many urban secondary school edu-
cators have learned to use flexible facilities, varying
class size from large groups to lab-size groups and to
seminar groups and individual study . Team teaching and
other different teaching methods are beginning to be used
widely within the existing high school program, making it
possible to combine subjects in meaningful, relevant ways.
In-service programs have developed from a conscious effort
to provide teachers and administrators with the knowledge
and sensitivity to develop and refine options that
serve
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the causes of quality, efficiency and equity. Serious
consideration is being given to accountability, seeking
methods beyond standardized testing to evaluate the
instructional program of the school.
In order for the revitalization process to occur,
particularly through the development of alternative programs,
positive steps which are neither isolated nor inconsistent,
must be taken. Those steps, as outlined in the preceding
chapters, together with a functional set of legitimizing
principles, promote settings for change which are not
whimsical motions of innovation but, rather, substantive
designs for revamping the schools’ internal structures.
As traditional modes of instruction and patterns
of teaching and learning are restructured within urban high
schools, evaluations of this process uncover useful infor-
mation regarding what alternatives are and what they are
not, and what are their citical components which allow for
real change.
.
Alternatives within urban schools are not panaceas,
but rather a useful approach to improving the quality
of teaching and learning in inner-city schools.
Change within urban schools can be fostered by creat-
ing a setting which encourages student and teacher
responsibility for the learning process.
Alternative programs, or the school-within-a-school
concept, is not for every student or every teacher.
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. One alternative is not enough, but rather several
educational programs must be available in order
to engender quality and effectiveness within urban
high schools.
. A high school can house a number of alternatives on
its campus by interfacing those aspects of the
school which are useful for some students and parents.
Educational priorities in alternative programs can
and must include basic skill development interfaced
with other curricular responses to the question of
relevancy, as typified by career education. The social
and political realities of the city (albeit country)
must be reflected in the alternative program's curriculum.
Sharing these findings with prospective initiators
of alternative programs is a means to advance and accelerate
change through the development and implementation of sub-
structures, which decentralize and personalize education in
big city high schools.
While seeking to understand these observations and
conceptualizations, initiators must be mindful of the impera-
tive to involve parents and students in the decisions affect-
ing their options. The substance of the process is, in
large measure, derived from the conscious decision of
teacher
and administration initiators to involve parents and
students
in the learning process. Although the rise in
power of
parents and students has been largely through
dissent,
teachers and administrators of urban high
schools must
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encourage and accept the input of parents and students as
being valuable contributions in the renewal of education.
Little can be done to renew the spirit of urban schools,
particularly secondary schools, until urban parents have
some sense of the power to influence the education of
their children.
The educational changes of today have not been
enough to meet the needs expressed by urban dwelling parents
and students. We must seek to develop, expand, and refine
many of the structural, curricular, and operational changes
that have already been started. Further, we must never lose
sight of the changing aspect of student, teacher and parent
needs and must build learning environments which have the
flexibility to meet changing needs. We must learn from our
mistakes as well as our successes with a keen eye toward
potential controversy and opportunities for improvement.
All of this we can and must do so that more change may come.
APPENDICES
APPENDIX I
PASADENA ALTERNATIVE SCHOOL GOALS STATEMENT
1.
To develop each student's sense of responsibility for
his own learning and enhance each student's skill in
self-learning. This goal was further operationalized
as follows:
a. Primary grade students beginning tasks without
adult direction will be able to continue to work
without adult intervention, eventually learning
to be responsive to their own needs.
b. Student-initiated and student-taught activities
will be clearly evident as determined by responses
to questionnaires and anecdotal records.
2. Enable each student to pursue his own interests.
3. Provide an environment in which students learn to enjoy
school, approach learning with enthusiam and have an
overall positive regard for school-related topics.
a. Promote positive attitudes of students toward
school and toward learning.
b. Produce students who are motivated to pursue
learn-
ing for its own sake.
4. Help students develop self-respect and
a feeling of
adequacy, especially in relation to school
tasks.
123
5. Provide an acceptant climate where a variety of types
of free choice activities are available.
6. Facilitate progress in reading at a rate comparable
or superior to that of each student's demonstrated
performance in his previous education.
7. Facilitate progress in mathematics at a rate comparable
or superior to that of each student's demonstrated
performance in his previous education.
8. Help students develop a feeling of control over their
own destinies and the sense that they have some effect
on the institutions and people that affect their lives
9. Effective use of educational resources in the community
as evidenced by the number of students who become in-
volved in off-campus activities and the number of com-
munity resources utilized in the school's learning
process.
10. A group composition that is broadly representative of
the community in terms of ethnicity and socio-economic
status
.
11. Parent involvement in the activities and affairs
of
the school.
12. An informed immediate community that is
aware of the
goals, purpose, and need for the Alternative
School.
13. An effective program for disseminating
information to
teachers and administrators at other schools
in the
district so that they become aware of the
organizational
structure, goals, and need for alternative
schools.
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14. Correct and improve the program as we go along
APPENDIX II
WHAT MAKES THE PASADENA ALTERNATIVE COUNCIL
AN "ALTERNATIVE?"
In response to this frequently asked question,
the following specific statements indicate where the
program at the Pasadena Alternative School may differ
qualitatively or quantitatively from the regular schools.
Seldom does our program carry out a specific learning
activity or methodology that is not already employed in
some other school in the district, but in no other school
do these activities and methodologies occur in the com-
bination which is unique in our setting. The separate
program components are:
(1) Total Cross-Age Grouping (K-12) : In basic skill
classes limited cross-age grouping is usually the case,
whereas total cross-age grouping is used tor classes and
centers that are primarily creative, social, or aimed
at
improving interpersonal and human relations skills.
In
addition to multi-age levels the group is designed
to balance
socio-economic and ethnic backgrounds, as well as
the full
range of academic abilities.
An example of cross-age grouping would
be the algebra
class with 10 to 17 year olds, Shakespeare
with 9 to 15
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year olds, or a total school picnic where planned games,
hikes, and sports integrate children of all ages, back-
grounds and abilities.
(2)
Curriculum Based on Choices of Students : Student
choices are modified by guidance. They must include a
recognition of the goals of the school that relates to
(a) reading, (b) language, and (c) mathematics. This
guidance may be individual or group-imposed on certain age
groups of students and is handled differently in each of
the three learning teams— the Early Learning Center,
the Middle Team, and the Senior Team. Beyond these basic
skill areas, however, students have wide opportunity for
choices. Advisors and students continue to work on the
schedules and choices of students to see that the student
is making a contact with a variety of curriculum areas.
(3)
Student Involvement in Decision-Making : Parameters
exist for student decision-making. Students have
no options
about district policy. (For example, the policy
against
smoking on campus). In other areas many options
are avail-
able, such as procedures for handling
infractions of rules,
courses to be offered in the curriculum,
selecting staff
members and non-traditional learning
experiences such as
trips, plays, lectures, apprenticeships,
etc.
(4)
Parent Involvement in Decision-Making
.
Parents are
also uniquely involved in important
decisions about the
school. They volunteer their
teaching, provide transp
tion, affect how their children
will participate in the
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school's program. Generally free access to the staff for
making suggestions and weekly evening meetings give oppor-
tunities for input generating our open and honest exchange
of ideas. Parents are the strongest component of the total
school community because of their political strength within
the community. They represent a population of deeply
committed people who are strongly supportive of the school
district and therefore effective in contributing to the
responsiveness of the school to its constituents.
(5) The Open Structure Methodology : The school's primary
approach to instruction is through open-structure techniques.
Learning centers, as well as structured courses, are avail-
able as places where learning occurs. The environment in
these learning centers is such that the activity of the
pupils within the center can be student-created rather than
simply a "task card" approach. The interaction of the
student, resources and staff within the center allows for a
variety of learning styles and for non-sequent ial learning
of non-sequential
.
APPENDIX III
GOALS OF THE URBAN STUDIES CENTER PROGRAM
1 . SHARED RESPONSIBILITIES FOR LEARNING
To develop within students the ability to take an
active role in shaping their own education.
2. BASIC SKILLS
To continue basic skill mastery on an individual
basis so that students will at least maintain the level
and rate of achievement gained in previous years.
3. COMMUNITY AWARENESS AND TEAM BUILDING
To increase positive interaction between students
of different sexes and ethnic, geographic, economic
backgrounds
.
4. URBAN SKILLS
To perceive and utilize the urban experiences as
a contributing factor to individual growth and educa-
tional development.
5. CAREER EXPLORATION AND COUNSELING
To enable students, based on their experiences
in
the community and in the classroom, in making
career
choices realistic and consistent with their
abilities
and interests.
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APPENDIX IV
GOALS OF MASH
To develop greater sense of Career Direction:
Student will have clearer view of what his/her career
will be and will have a heightened sense of career
awareness
.
To develop greater sense of self-awareness.
To develop skill in identifying goals and the process of
achieving goals.
The student will develop greater responsibility
(ownership of own education and become aware of
study habits and intellectual preferences;
Skills in self-assessment-identification, skills
and areas to be developed.
To provide the opportunity for exploration of a variety
of health careers.
To provide information which enables the student to
make
a responsible decision-making regarding a career
in the
health field.
To provide a student with the opportunity
for clarification
of values (work, etc.).
Provide success experiences for students.
To provide an appropriate mix of
challenge launched
from successful experience "to provide
greater pupil
academic achievement."
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To provide greater opportunities to respond to the felt
needs of students.
To provide opportunities for nonformal interaction between
students and faculty.
To provide opportunities for student involvement in deci-
sion making about the student's own educational program.
APPENDIX V
SUMMER WORKSHOPS
PLANNING FOR ALTERNATIVE PROGRAMS
JUNE 23, 1976 - July 9, 1976
Purpose
The summer planning workshops are an integral part of
the process for implementing alternatives within English
High School. For the first time in many months teachers
who were immersed in the daily routines of classroom
instruction, counseling, and supervising have an oppor-
tunity to reflect on the experiences of the past
year.
More precisely, teachers in alternative programs
have an
opportunity to spend time with University of
Massachusetts
personnel in thinking about what they did
both individually
and as a group, what the successes or
failures were of their
efforts, and most importantly, what new
and different ways
their classes and programs can be
more effective next year.
A critical resource of the summer
workshop are the
experiences, feelings, anxieties and
concerns brought to
each session by the parent,
student, and teacher planners.
To the extent that these
concerns are expressed and dealt
with, the process of teaching
and learning in the Health
Careers and Urban Studies
Alternative Program is clarified,
and ultimately made more
effective
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Goals of the Workshop
1. To understand the concept of educational choices and
the processes by which they are generated, implemented,
and evaluated in English High School.
2. To delineate a statement of philosophy, goals and
objectives which can be carried out and reflected by
the activities of each alternative.
3. To generate a process for the implementation of the
written goals and objectives of each program.
4. To develop the fall curriculum for the Health Careers
and Urban Studies Alternative program.
5. To understand the social dynamics which are involved in
the roles and relationship between teachers and the
program coordinator as well as teachers, students, and
parents of each program.
Format
The workshops will be oriented towards specific
tasks relating to the refinement of each program for Fall
1976. Many of these tasks will be done in small group
set-
tings and facilitated by University of Massachusetts
per-
sonnel. Large group meetings are for a brief
period of
each workshop. The intent of the large group
meetings
is to enable planners to focus on specific
programs and to
meet the University of Massachusetts
personnel who will be
working with them (in smaller groups) to
address these
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problems. For the areas of Philosophy and Goal Setting
and Curriculum Development a worksheet will be provided
for each program. The worksheets will be used by planners
in small group tasks aimed at clarifying goals, objectives
and program activities, as well as to generate a curriculum
for next fall. Examples of the work sheets appear in the
back of this material.
CURRI
CULUM
DEVELOPMENT
—
WORKSHEET
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